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The freshman year represents a stressful transition for college students (Lu, 1994).
Despite a multitude of social, academic, and emotional stressors, most college students
successfully cope with a complex new life role and achieve academic success. Other
students are less able to successfully manage this transition and decide to leave higher
education during or at the end oftheir freshman year. It is estimated that 40% of college
students will leave higher education without getting a degree (Porter, 1990) with 75%
percent of such students leaving within their first two years of college (Tinto, 1987).
Freshman class attrition rates are typically greater man any other academic year and are
commonly as high as 20-30% (Mallinckrodt & Sedlacek, 1987).
Within the United States it was reported that less than 60% of first-time attending
students complete their degree within 6 years and, on average, less than 73% of first-year
students continue to take courses for a second year. Retention rates do vary depending on
the type of institution. Universities with a higher selection criterion for admission have
higher retention rates than average, whereas two-year, public institutions have
considerably lower rates. Even among those colleges and universities that face the lowest
attrition rates, student retention is critical (Clark & Cundiff, 2011).
In an economy that is generally based off of knowledge, according to Alarkon,
Edwards and Menke (2011), education is of the utmost importance, as postsecondary
education, is a demand by most employers. A current trend that is identified in students,
is the increasing level of stress. Students today run the risk of not completing their
postsecondary education, as research has demonstrated that student burnout is associated
with dropout.
McGrath and Tobia (2008) state that there is insufficient attention paid to the
cultural dimensions ofhigher education institutions, either the values, beliefs, norms and
practices that shape their environments, or the cultural perceptions, values, judgments or
behaviors of our increasingly diverse students. These topics have been explored in the
higher education literature and overwhelmingly reflect the use of quantitative methods
that don't take into account the richer descriptions and understanding provided through
qualitative research.
To better serve our students, there is a need to move beyond the blunt variables of
demographic background and measurable skills to include the cultural dimensions ofthe
challenges that non-traditional students face. A cultural perspective on these issues is
critical because many low-income and students of color are not well served by traditional
institutional structures and practices. Strong and well-managed organizational cultures
promote student success by inducing hope for the future, enthusiasm about their studies,
feelings of validation and support and confidence in their ability to succeed (McGrath &
Tobia, 2008).
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Acting on research that shows that students have a greater likelihood of staying in
school and graduating if deficiencies, academic and financial, are addressed early and
vigorously, Coppin State's Administration mandated attendance in one oftheir summer
bridge programs, according to the article Early Detection. Summer Academic Success
Academy (SASA) is a six-week summer pre-college program that takes place before the
fall of freshmen year for remedial students. Coppin State's new initiative, an effort to
improve its 20 percent graduation rate contributes to a growing national trend among
colleges to boost their attendance and graduation efforts. The efforts are at various
schools but especially at those with low graduation rates and those that have traditionally
focused on low-income, first-time college students, with academic achievement
deficiencies dating to high school or earlier (Stuart, 2010).
Research indicates that college students usually decide to drop-out of college at
the end oftheir freshman year, which means that interventions must occur during the
freshman college year in order to be the most effective. Many people in higher education
feel that the root causes of attrition derive from the admission of less qualified students,
but the successful student retention derives from successful student education (Brown,
2011).
Individuals come from all walks of life and thus have various experiences to
share. Freshmen year in college provides a variety of opportunities to the new student
that can prove to be life changing, whether positively or negatively. Freshmen are
impacted from all sides, with factors including grades, institutional choice and location,
major, social opportunities, along with the financial support or the support of family and
friends to name a few.
There has been a lot of research on general retention among students in college
and ways to combat the annual decrease in graduation rates and annual freshmen to
sophomore year matriculation. Students leave school every year, some to never return
and others to pursue other opportunities, or educational endeavors elsewhere.
Understanding that without students, institutions of any kind would become null and
void, the researcher desired to look at the effects winter break as influenced by first
semester occurrences and its effect on retention, self-efficacy and perceived social
support of freshmen students.
Statement of the Problem
Most institutions have one chance to get it right. A freshman student's first year in
college and even more so, the first semester, can have a huge impact on whether he or she
stays and continues his or her matriculation through another year and/ or the remainder of
their college education.
While high retention and graduation rates signify a college or university's
realization of its mission, low rates of degrees conferred, along with a high rate of student
departure, not only expose institutional problems in meeting the needs and expectations
of its students, it represents symbolic failure in accomplishing institutional purposes
(Voigt & Hundrieser, 2008).
When students fail to graduate, they lose out on tuition money and time spent
pursuing a degree. They are also often in student-loan debt that can set them back years.
They're also losing the potential earning power that comes with a college degree, as much
as $1 million more than someone with a high school diploma alone, according to recent
research. College dropouts cost society in potential tax contributions and unrealized
creativity (Adams, 2012).
Underserved students graduate at even lower rates and face significant barriers
throughout the educational pipeline. To address low completion rates, the Obama
administration has spurred a national movement focused on increasing the number of
individuals seeking and completing, education at the postsecondary level. Federal and
state policymakers, philanthropists, and education practitioners have united around this
agenda, leading to a number of initiatives at the national, state, and local levels to
increase college completion (Smith & Blacknall, 2010).
Record numbers of students flocked to college campuses this fall with high hopes
of obtaining what many say is the new prerequisite for a middle class life: a college
degree. The harsh reality is that, on average, a little more than half ofthose college
freshmen, will actually finish. The gap between access and completion has put a new
focus and energy towards efforts to increase retention. It is suggested that that is a task
for pre-collegiate educators as well as their college counterparts (Adams, 2012).
Purpose of the Study
The purpose of this study is to explain how winter break, as influenced by first
semester occurrences effected the retention, self-efficacy and perceived social support of
freshmen students in a college setting. The study further explained those items as
influenced by gender, age, number of children, major, whether in the area of STEM,
which generation college student, grade point average, ethnic background and annual
family income. The participants of the study were freshmen students in the Atlanta
University Center. Although not the sole focus of the research study, there were some
questions that were developed specifically for Science, Technology, Engineering and
Mathematics (STEM) majors.
Research Questions
1. Is there a statistically significant relationship between winter break as influenced
by first semester occurrences and the intent to return for freshmen students?
2. Is there a statistically significant relationship between winter break as influenced
by first semester occurrences and the self-efficacy of freshmen students?
3. Is there a statistically significant relationship between winter break as influenced
by first semester occurrences and a freshmen student's perception of social
support?
Hypotheses
1. There is no statistically significant relationship between winter break as
influenced by first semester occurrences and the intent to return for freshmen
students.
2. There is no statistically significant relationship between winter break as
influenced by first semester occurrences and the self-efficacy of freshmen
students.
3. There is no statistically significant relationship between winter break as
influenced by first semester occurrences and a freshmen student's perception of
social support.
Significance of the Study
Entrance into the life of higher education is a crucial time for students as a key
transition is taking place. Not only are students becoming familiar with their respective
discipline areas, they are becoming students of higher education and are 'active
participants' in this socialization process. They are exposed to both the formal and hidden
curricula, the latter term referring to the 'informal and implicit demands' made by their
institution, which can often create uncertainty (Tinto, 1993).
A successful matriculation, according to Tinto (1993), will require that students
master both. International research on student transitions to higher education highlight the
importance of this key period in their academic life, as those who have difficulties with
the transition may perform poorly and/or disengage at an early stage (Gibney, Moore,
Murphy & O'Sullivan, 2011).
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A considerable amount of research has been conducted regarding retention of
freshmen students, levels of self-efficacy and social support. Although this is so, only
limited research on the winter break and how it is influenced by various occurrences that
take place first semester has been done. Even less research that has been done includes
the winter break as influenced by first semester occurrences and how that effects
retention, self-efficacy and perceived social support for freshmen students.
Students come from all walks of life and often times, people will attempt to tell
them how they should feel, act and respond to various obstacles that may arise. People
don't always take into account the feelings of the students, nor do they always
acknowledge them as young adults who are capable ofmaking decisions that ultimately
impact their lives for the better or worse.
This research study looks to add to the body ofknowledge regarding winter break
as influenced by first semester occurrences and its effect on retention, self-efficacy and
perceived social support of freshmen students.
CHAPTER n
REVIEW OF LITERATURE
Brief History of Higher Education
Post-secondary education has long been considered one ofthe surest ways to
overcome underprivileged social conditions, hi particular, individuals with at least a
Bachelor's degree consistently have much higher median earnings than those with less
education. The outcome of higher education not only shapes economic returns, but also
determines the quality of life (Wang, 2009).
In the United States, college degrees come from many sources with many
different perspectives on the nature and function ofthe degree. Degrees are generally
referred to as an academic title conferred by colleges and universities as an indication of
the completion of a course of study, or as an honorary recognition of achievement
(Dictionary Reference, 2013).
The concept ofhigher education includes all the trade, vocational, and career
institutes, as well as academic college and university programs offered by thousands of
institutions nationwide. Of all those things that indicate the completion of a degree in
higher education, it is suggested that it is the college degree, that ennobled document
conferred by the degree-granting post-secondary institutions ofthe America, that retains
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certain airs of rights and expectations, especially as the student proceeds through the
hierarchy of bachelor's, master's and doctor's degrees (History ofAmerican Higher
Education, 2008).
As a result of all the "rights and responsibilities" associated with these
higher levels of education, and the American ideal ofpotential for upward economic
mobility, the college degree continues to be sought after in ever-increasing numbers
across every demographic. According to the National Center for Educational Statistics,
17.5 million people enrolled in degree-granting institutions in 2005, and 20.6 million are
projected to enroll in 2016. The total number of degrees conferred in 2006 amounted to
more than 2.9 million. By 2017 that number is expected to reach nearly 3.5 million. But
access to higher education has not always been so easy, nor was it originally sought after
for the same reasons as it is today (History ofAmerican Higher Education, 2008).
Harvard College, the first institution of higher education in what is now known as
the United States, was established in Newtowne, now Cambridge, Massachusetts. It was
founded in 1636, just sixteen years after the Mayflower landed on Cape Cod in present-
day Massachusetts. In 1647, The Massachusetts Law of 1647, also known as the Old
Deluder Satan Act was passed. It decreed that for every town that had 50 or more
families, a school master was to be hired to teach the town's children to read and write. It
also decreed that for every town with at least 100 families, there was to be a Latin
Grammar school master, who would prepare the students to attend Harvard College
(Sass,2004).
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By the time ofthe Revolutionary War, there were nine chartered degree-granting
colleges established in the colonies. Due to the fact that England was wealthier and more
populated, yet only had Cambridge and Oxford, educating her students, this proved to be
an interesting fact. The colonial colleges, Harvard, William and Mary, Collegiate School,
which became Yale, Academy of Philadelphia, which became the University of
Philadelphia, the College ofNew Jersey, which became Princeton, King's College which
became Columbia, College ofRhode Island, which became Brown, Queen's College,
which became Rutgers, and Dartmouth, were, however, modeled upon Cambridge and
Oxford and in many cases required religious affiliation (Sass, 2004).
Transplanted Puritan, Presbyterian, as well as Baptist sects exercised
control over various schools, while William and Mary and King's College were primarily
under the auspices ofthe Church of England. At the time, a college education was fairly
exclusive and without financing from England; the costs of operating a university made
the price of an education prohibitive for most people. America, none the less, was already
providing an array of options to that specific demographic ofwealthy, white men, most of
whom were interested in becoming members ofthe clergy (History ofAmerican Higher
Education, 2008).
According to Stuart (2010), the College Board's review of data from the
Organization ofEconomic Co-Operation and Development, ranked the U.S. 12th out of
36 nations in terms ofpostsecondary attainment among citizens 25-34 years old. Nations
that ranked ahead ofthe United States included, Canada, Korea, the Russian Federation,
Japan, New Zealand, Ireland, Norway, Israel, France, Belgium and Australia, while
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Denmark and Sweden ranked fairly close with them. Completion is the mantra since
President Barack Obama challenged higher education by setting an ambitious goal for 60
percent ofUS adults to have some form of a college degree by 2020.
The Journal of Blacks in Higher Education, wrote that with America's
commitment to diversifying the workforce, obtaining college degrees has helped Blacks
narrow the economic gap with Whites. Women, however, remain disproportionately
lower paid, even as the number ofwomen earning college degrees has or will surpass the
number ofmen at every educational level. It was because of surging optimism about
higher education in the first half of the twentieth century that college took a consistent
path upwards which remains consistent to the present day (Sass, 2004).
Brief History of Historically Black Colleges and Universities
Hannah Purnell (2012), in The History of Historically Black Colleges and
Universities: A Tradition Rich in History, wrote that higher education was virtually
nonexistent for African American students before the Civil War. The few who did receive
schooling, such as Fredrick Douglass, often studied in informal and sometime hostile
settings. Some were forced to teach themselves entirely.
Historically Black Colleges and Universities (HBCU's), were also known at one
point as Traditionally Black Institutions (TBI's). HBCU's or TBI's were founded and
developed in an environment unlike that of other colleges, one of legal segregation and
isolation from the rest of higher education. These colleges served a population who lived
under severe legal, educational, economic, political, and social restrictions. The status of
the black population greatly influenced the development of black colleges, just as black
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colleges had a great impact on the progress made by the black population in improving
their status in the United States (Hill, 1984).
Some schools for elementary and secondary training existed, such as the Institute
for Colored Youth, a school started in the 1830s by a group of Philadelphia Quakers. A
college education was also available, at select schools to a limited number of students.
These schools included Oberlin College in Ohio and Berea College in Kentucky (Purnell,
2012).
Three colleges for Blacks were established before 1862. Cheyney University of
Pennsylvania was established in the 1830s. Lincoln University in Pennsylvania and
Wilberforce College in Ohio were established in the 1850s. Following the Civil War was
when things began to change, with the 13th Amendment's abolition of slavery and
reconstruction in the South (Purnell, 2012).
In 1862, the first land grant college provisions, known as the First Morrill Act,
were enacted by Congress. Senator Justin Morrill spearheaded a movement to improve
the state ofpublic higher education throughout the United States. He put an emphasis on
the need for institutions to train Americans in the applied sciences, agriculture and
engineering (Purnell, 2012). By the late 1860s, Morrill Act funds were distributed to the
states, with the intention that they would foster educational opportunity for all students,
especially newly freed Blacks (Hill, 1984).
The Morrill Land-Grant Act was created in order that colleges and universities
could be opened to educate farmers, scientists, and teachers. Although many such
institutions were created, few were open or inviting to Blacks, particularly in the South.
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Unfortunately, it would be another 28 years before Senator Morrill rectified this problem
(Purnell, 2012).
The AMA founded seven Black colleges and thirteen normal (teaching) schools,
between 1860 and 1870. Many of these institutions, along with the private historical
black colleges and universities founded later by the AMA, the Freedman's Bureau, and
Black churches, became the backbone of Black higher education, producing African
American leaders for generations to come (Purnell, 2012).
Most ofthese public schools were founded by state legislatures between 1870 and
1910. Prior to this, it was the initiative ofmany Blacks themselves, along with the
support of the American Missionary Association (AMA) and the Freedmen's Bureau that
was responsible for setting up private colleges and universities for the education of
Blacks. African American churches ran their own elementary and secondary education
for southern Blacks, preparing them for vocations or advanced studies. This created a
demand for higher education, particularly for the institutes to train teachers for work in
Black schools (Purnell, 2012).
Congress passed the Second Morrill Act in 1890 that required states with dual
systems of higher education (all-White and non-White) to provide land-grant institutions
for both systems. Nineteen land-grant institutions for Blacks were organized and were
initially non-degree granting agricultural, mechanical, and industrial schools (Hill, 1984).
Booker T. Washington and W.E.B. DuBois were two graduates from the first
generation of students to attend these new Black institutions ofhigher learning. They
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both came to the forefront in the early twentieth century, each with a different course in
mind for the Black college to take (Purnell, 2012).
As a freed slave from Virginia, Booker T. Washington attended the Hampton
Normal and Agricultural Institute. Hampton, founded by the AMA and Freedmen's
Bureau, focused its efforts on preparing young Blacks throughout the South to fill jobs in
the skilled trades. Washington gained notoriety and was soon a celebrity among Blacks
and Whites as the proponent of Black advancement through vocational training and racial
conciliation (Purnell, 2012).
With a firm belief, Booker T. Washington felt that the best way for freed slaves
and other Blacks to attain equality in the United States was through the accumulation of
power, wealth, and respect by means of hard work in practical trades. The inscription on
the Tuskegee University monument to Booker T. Washington reads, "He lifted the veil of
ignorance from his people and pointed the way to progress through education and
industry" (Purnell, 2012).
W.E.B. DuBois, on the other hand, took a very different view ofhow Blacks
ought to function in society. He was raised in Massachusetts and first exposed to
segregation during his undergraduate work at Fisk University in Nashville, Tennessee.
He believed that it was essential that Blacks receive training not only in vocational fields,
but also in liberal arts (Purnell, 2012).
W.E.B. DuBois was a fierce advocate for civil rights. He feuded very openly with
Washington over the proper strategy for educating Black University students. He felt
quite strongly that Washington's universal vocational training only perpetuated the
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servitude of slavery. He believed equality and a sense ofpurpose would only come if
talented Blacks were allowed to study the arts and sciences. Then they could become
leaders and teachers for the next generation (Purnell, 2012).
It is impossible to say which one ofthese views triumphed. Each, in its own way,
lives on today in modern HBCUs. Many colleges and universities seem to be embracing
both schools of thinking, students receive practical, technical training grounded in the
liberal arts (Purnell, 2012).
In 1965, the federal government provided aid to HBCUs through the Higher
Education Act. It was followed by another important judicial decision, Adams v.
Richardson, the case that found ten states in violation ofthe Civil Rights Act for
supporting segregated schools. The states were ordered to work actively to integrate
institutions, so long as that integration was not carried out at the expense ofHBCUs,
which were deemed to play an important and unique role in the education of African
Americans (Purnell, 2012).
In 1970, blacks accounted for only 4.3 percent of the full-time undergraduates in
the non-TBI's in the South. That year the NAACP filed a class action suit (Adams) to
enforce desegregation of the public higher education systems in 10 States. This suit
continued into the 1980's in many States. It required that public TBI's be enhanced to
effectively compete with public non-TBI's, and also requires that non-TBI's increase the
number ofblack students and faculty (Hill, 1984).
Five ofthe 105 traditionally black institutions (TBFs) / HBCU's closed between
1976 and 1984. All the colleges that closed were private, and all but one were 2-year
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colleges. Ofthe 100 TBI's in existence in 1984, 89 awarded baccalaureate or post-
baccalaureate degrees; only 11 TBI's were 2-year institutions (Hill, 1984).
The number of black students enrolled in the TBI's grew until 1976, remained
stable from 1976 to 1980, and then declined from 1980 to 1982. However, from 1976 to
1982, the number of non-black students continued to increase (Hill, 1984).
Historically Black Colleges and Universities (HBCUs)/ TBI's are considered
institutions that were established prior to 1964 and have the principal mission of
educating black Americans. These institutions were founded and developed in an
environment of legal segregation and, by providing access to higher education,
contributed substantially to the progress Blacks have made in improving their status.
Today, there are 100 HBCUs located in 19 states, the District of Columbia, and the U.S.
Virgin Islands. Of the 100 HBCUs, 51 are public institutions and 49 are private, not-for-
profit institutions. The number of students enrolled at HBCUs rose by 45 percent between
1976 and 2011, from 223,000 to 324,000. hi comparison, total postsecondary enrollment
increased by 91 percent, from 11 million to nearly 21 million, during that period
(National Center for Educational Statistics, 2011).
The HBCU's or TBI's had a great impact on the progress made by blacks in
improving their status in the United States. They trained the majority ofblack doctors,
lawyers, dentists, and teachers in this country. The years after the 1954 Brown v. Board
of Education decision were considered to be ones of growth for the HBCU's or TBI's, as
they enrolled increasing numbers ofblack students. Both the TBI's and the traditionally
white institutions (TWI's) were drawing their black students from an expanding pool of
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high school graduates who had increasing financial resources or aid to enable them to
attend college (Hill, 1984).
Although the TBI's were originally founded to educate black students, they have
historically enrolled students other than black Americans. This diversity is increasing, as
the number of white, Hispanic, and foreign students continues to grow. In 1982, these
students accounted for almost 1 out of 5 students in the TBI's. White students were
concentrated in public graduate and first-professional programs and the majority were
enrolled part-time (Hill, 1984).
The TBI's/ HBCU's drew their students from every State in the Union and from
all over the world. Although most HBCUs are 4-year institutions in the southern United
States, they represent a diverse set of institutions in 19 states, the District of Columbia,
and the Virgin Islands. They are both public and private; single-sex and coeducational;
predominantly Black and predominantly White; 2-year and 4-year colleges; research
universities, professional schools, community colleges, as well as, small liberal arts
colleges (Hill, 1984).
Non-Black students made up 19 percent of enrollment at HBCUs/ TBI's,
compared with 15 percent in 1976. Among Black students, the percentage enrolled at
HBCUs/ TBI's has fallen, from 18 percent in 1976 to 9 percent in 2011. Enrollment at
HBCUs in 2011 was 61 percent female, up from 53 percent in 1976. Approximately 87
percent ofHBCU students attended a 4-year institution, while 13 percent attended a 2-
year institution. A higher percentage ofHBCU students attended public institutions rather
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than private, not-for-profit institutions, 76 percent vs. 24 percent respectively according
to the National Center for Educational Statistics (2011).
In 2010-11, most ofthe 46,000 degrees conferred by HBCUs were bachelor's
degrees (71 percent) and master's degrees (16 percent). Blacks earned 85 percent of the
33,000 bachelor's degrees conferred by HBCUs in that year. At the master's level in
2010-11, Black HBCU students earned 73 percent ofthe degrees conferred at these
institutions. In addition, at both levels, a majority ofthese degrees were awarded to Black
females. Over time, the shares of bachelor's and master's degrees awarded to Blacks by
HBCUs have decreased. For example, HBCUs awarded 35 percent ofthe bachelor's
degrees Blacks earned in 1976-77, compared with 16 percent in 2010-11. Additionally,
the percentage of Black doctor's degree recipients who received their degrees from
HBCUs was one percentage point lower in 2010-11 (13 percent) than in 1976-77 (14
percent) (National Center Educational Statistics, 2011).
Historically Black Colleges and Universities (HBCUs) have the potential to play a
major role in expanding college access to school-age Black males. However, they need
coordinated and proactive strategies to disrupt a system that underprepares Black males
for postsecondary education and restricts their higher education options to the least
competitive institutions of higher education. HBCU leaders should be active in crafting
policy solutions in order for those institutions to resolve inequities in U.S. public schools
that impede academic progress of school-age Black males. It is those students who can
change the public perception that school-age Black males are disaffected and incapable of
adapting to the educational system (Toldson, 2014).
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The academic affairs administrators of Historically Black colleges and
Universities (HBCUs) can promote a pathway through AP classes that can help Black
males transition from public schools to colleges and universities. Through teacher
education programs and trainings, HBCUs can examine the impact ofteacher preparation
on the academic achievement of Black males and aid in breaking the discipline gap
barrier in our nation's schools (Toldson, 2014).
One out of every 10 Black males who are enrolled in college attends an HBCU.
Research demonstrates that HBCU graduates enjoy greater financial success in their
careers. U.S. rankings consistently show that HBCUs are among the top producers of
students who continue their education through graduate and professional schools.
However, a myriad of social factors, as revealed in Higher Education: Gaps in Access
and Persistence Studies, disrupt the best efforts to recruit, retain and graduate Black male
college students (Toldson, 2014).
Systemic inequities and racial biases within schools systems are contributing to
Black males being overrepresented in the colleges with open admissions standards,
including community colleges and for-profit colleges, and underrepresented at colleges
and universities with selective admissions standards, including many HBCUs. Black
males currently comprise 39 percent of all HBCU students. Today, of the 1.2 million
Black males currently enrolled in college, more than 529,000 (43 percent) are attending
community colleges, compared to only 11 percent who attend HBCUs. Another 11
percent of Black males attend for-profit universities, such as the University ofPhoenix,
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which as a single institution enrolls the largest number ofBlack males in the nation
(Toldson, 2014).
The Carter, Reagan, and Bush administrations were also convinced ofthe
significance of HBCU's as well. President Carter established a program aimed at
strengthening and expanding the capacity ofthe historical Black college or university.
Reagan issued an executive order aimed at further reversing the effects ofprevious
discriminatory treatment towards black colleges. Congress supported the Reagan order
with increased federal funding to HBCUs. Reagan's successor, George Bush, also issued
and executive order, this time building on the Reagan order and establishing a
commission in the Department of Education responsible for advising the president on
matters regarding historically Black colleges and universities (Purnell, 2012).
According to the National Center for Educational Statistics (2011), the
total revenue for HBCUs in 2010—11 was $8.5 billion, with $1.7 billion from student
tuition and fees. Total expenditures in that year reached $7.7 billion, ofwhich $2.1 billion
was spent on instruction.
The Higher Education Act of 1965
The Higher Education Act of 1965 (HEA) was a legislative document that was
signed into law on November 8,1965 by President Lyndon B. Johnson. The purpose of
the law was to strengthen the educational resources of colleges and universities, as well
as to provide financial assistance for students in postsecondary and higher education
(McCants, 2003).
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President Johnson, stated that there was a need for more opportunities in higher
education for lower and middle income families. He also stated that there was a need for
program assistance for small and less developed colleges, as well as additional and
improved library resources at higher education institutions. Utilization of college and
university resources to help deal with national problems like poverty and community
development, were other needs that he addressed (McCants, 2003).
The Higher Education Act of 1965 (HEA) was the proposed answer to is
concerns, as it created grants, loans and other programs to help students acquire
education beyond secondary school. The Administration's proposal to increase and
improve resources at higher education institutions, as well as provide financial assistance
to students in postsecondary education was introduced in the House and Senate on
January 19, 1965. Proposals for teacher training programs were introduced on July 19,
1965 (McCants, 2003).
The Higher Education Opportunity Act of 2008
The Higher Education Opportunity Act of2008 (HEOA), also known as Public
Law 110-315 was enacted on August 14,2008 according to the U.S. Department of
Education. The HEOA reauthorized the Higher Education Act of 1965, as amended HEA
(Higher Education Opportunity Act, 2008).
According to Pinhel (2008), the nearly 1,200 page bill of the Higher Education
Opportunity Act of 2008, includes many new reporting requirements for institutions,
grant programs for colleges and students, and provisions designed to lower the cost of a
college education.
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The website for the U.S. Department of Education, has written that some parts of
the law will be implemented through new or revised regulations and others will be posted
periodically to the website. In accordance with the Higher Education Opportunity Act of
2008 (HEOA), by October 29,2011, each postsecondary institution in the United States
that participated in Title IV student aid programs was mandated to post a net price
calculator on its Web site that used institutional data in order to provide estimated net
price information to current and prospective students and their families based on a
student's individual circumstances. In order to assist institutions in meeting this mandate,
a fully functional net price calculator was made available to all Title IV postsecondary
institutions for use on their institutional Web sites (Highpr Education Opportunity Act,
2008).
The Act covers initiatives to control unnecessary higher education state spending,
transparency in tuition increases for consumers and increased campus safety plans,
including: state-of-the art emergency communications systems and security assessments
and training. It also creates a disaster and emergency relief loan program to help
institutions recover from a major disaster or emergency (Pinhel, 2008).
Improvements to the Free Application for Federal Student Aid Application
(FAFSA) process are covered. There are provisions in order to streamline the FAFSA
process and make it consumer-friendly, with availability in both paper and electronic
formats. An EZ FAFSA is to be developed for low-income individuals. In addition,
studies will take place in order to determine ways that the amount of financial
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information students and families need to provide in order to receive an eligibility
determination will be reduced (Pmhel, 2008).
Winter Break
The winter break is a period between semesters of colleges, universities or other
schools and usually includes the winter holidays. Most colleges and universities are
divided into two semesters in a school year. The first break starts from late August or
early September until the middle or end of December and the second break starts the
middle or end of January until early/ mid-May. Christmas/ Holiday and/ or Winter Break
usually fall in the middle ofthose two semesters (Dictionaries, 2013).
Retention
The National Center for Educational Statistics (2013), defines retention as a
measure of the rate at which students persist in their educational program at an
institution, expressed as a percentage. For four-year institutions, this is the percentage of
first-time bachelors (or equivalent) degree-seeking undergraduates from the previous fall
who are again enrolled in the current fall. For all other institutions this is the percentage
of first-time degree/certificate-seeking students from the previous fall who either re-
enrolled or successfully completed their program by the current fall.
According to the Cambridge Dictionary (2013), the definition of retention is the
continued use or possession of something or someone. It is the ability of a company to
keep its employees and stop them from going to work somewhere else. It is the ability of
a company to keep its customers, rather than losing them to competitors.
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Retention, according to vocabulary.com (2013), goes further with the definition
and looks at the root ofthe word, Latin re-, meaning "back" and tenere, meaning "to
hold." It defines it as the ability to keep or hold, as well as if one has extraordinary
powers of retention. It defines it as remembering everything that one hears or learns.
The IPEDS online glossary (2008) does not provide a separate definition for the
word, persistence, nor is there any specific mention ofthe term, attrition, or other related
terms. However; there is, a rather long description of graduation rates:
Students persisting to completion oftheir educational goals is a key gauge of
student success, and therefore institutional success. Two most frequently cited statistics
in connection with student success are the freshman-to-sophomore retention rate, or first-
year annual return rate, and the cohort graduation rate. The freshman-to-sophomore
retention rate measures the percentage of first-time, full-time students enrolled at the
university the following fall semester. The cohort graduation rate is defined as the
percentage of an entering class that graduates within three years with an associate's
degree, and within four, five, or six years with a baccalaureate degree. Since the annual
return rate of students as they progress through a program is directly related to their
degree or certificate completion, the concept of retention usually includes year-by-year
retention or persistence rates as well as graduation rates. Together, these statistics
represent student success (Voigt & Hundreiser, 2008).
These student success statistics are commonly regarded as primary indicators of
institutional performance. They have come to reflect the overall quality of student
learning and intellectual involvement; how well integrated students are in campus life;
26
and how effectively a campus delivers what students expect and need. According to
Noel-Levitz, Vincent Tinto who is best known for his work on student departure from
college, suggests that the first principle of effective retention programs and, therefore,
assuring student success is "institutional commitment to students. A commitment that
springs from the very character of an institution's educational mission" (Voigt &
Hundreiser, 2008).
Many firms realize the importance of developing new products so as to remain
competitive in the marketplace. The same is true of colleges and universities who do so
through the development ofnew major fields of study. In a study, it was found that major
has an effect on persistence. It was noted however, that differences in course difficulty,
grading policies, etc. by major category could have caused the differences in persistence,
rather than the majors themselves. It was acknowledged that the effect ofmajor is likely
to be complex and multidimensional (Desjardins, Kim & Rzonca, 2002).
In the last two decades, inflation has carried the cost ofhigher education to
seemingly prohibitive levels. Yet parents and students continue to sacrifice to enroll in
college, often incurring unruly debt because of complex student loans. Consequently,
"between 1950 and 1990, the number of colleges and universities almost doubled, from
1,851 to 3,535," and state and federal spending on higher education has soared. Higher
education is, simply put, perhaps the single most successful industry ofpostwar America.
Status, students, and optimism fueled the drive to expand resources and facilities and
build stronger institutions during this golden age ofAmerican colleges and universities
(History ofAmerican Higher Education, 2008).
27
Policy makers at state and federal levels have mandated requirements for
reporting retention and graduation statistics. They have also considered using them as
measures of institutional effectiveness in determining levels of state and federal support.
U.S. News and World Report's Best Colleges in America prominently displays freshmen
persistence and graduation rates among the metrics used to define the quality of colleges
and universities. The general assumption is that the more selective or elite an institution
(i.e., the older it is, the greater its endowment, and the stronger the academic caliber of its
students), the higher the quality ofthe institution and, in turn, the higher the retention and
graduation rates (Voigt & Hundreiser, 2008).
As measures ofthe quality of an institution's overall product, retention and
graduation rates are of interest not only to accrediting agencies, policy makers, and the
general public or taxpayers, but, especially to students, their families, and contributing
alumni. For decades, retention experts have claimed that an institution's ability to
demonstrate student success and its ability to attract and recruit new students are
intertwined (Voigt & Hundreiser, 2008).
Colleges and universities across the nation, irrespective of size and mission, have
recognized the principle that, the success of an institution and the success of its students
are inseparable. It should come as no surprise that an increasing number of prospective
students and their families visit campuses poised with questions regarding retention and
graduation rates. An institution's success in recruitment ultimately depends on evidence
that its students are satisfied, persisting to graduation, and thus receiving value for the
28
investment they and their families are making in higher education (Voigt & Hundreiser,
2008).
Many universities worldwide have initiated major initiatives to support this
transition and to encourage student engagement. The starting point for many ofthese
initiatives is that institutions have a responsibility to support incoming students.
Successful initiatives are many and varied that contribute to the excellence in first year
programs in US institutions, including peer mentoring schemes, first year seminars,
orientation and common reading (Gibney, Moore, Murphy & O'Sullivan, 2011).
While the internal institutional reasons for embarking upon enrollment
management and/ or retention strategies vary, there are several general reasons that are
held in common across campuses. In today's complex and challenging higher education
environment, with burgeoning college-bound population, escalating costs, lagging state
support and intense scrutiny from state and federal agencies, colleges and universities
must not only be able to put policies and practices in place that promote academic goals,
but also provide empirical evidence of student success. It has also been dramatically
demonstrated that it is far more cost efficient for institutions to retain students they
currently have rather than recruit new ones to replace the ones they have lost. Good
retention practices make good sense because they are generally learner-centered; they are
based on intrusive and intentional interventions that are focused on student engagement
and intellectual involvement; and they emphasize general quality enhancements of
educational programs and services. Good retention rates are essentially the bi-product of
improved quality of student life and learning on college campuses. Research results
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confirm that campuses with higher retention outcomes are conducting sound educational
practices (Voigt & Hundreiser, 2008).
The implications of leaving college without obtaining a degree are many. Each
student who leaves before degree completion costs the college or university thousands of
dollars in unrealized tuition, fees, and alumni contributions. The decision to leave college
is also frequently economically deleterious to the college dropout, whose decision to
leave often leaves him or her in a position to earn much less over a lifetime ofwork
(National Center for Educational Statistics, 1989).
Retention rates have been relatively unchanged for decades, hovering around
67%. Students are more likely to return for a second year of college at four-year public or
private colleges, where retention rates were about 74%, according to surveys conducted
by ACT Inc., a testing and research company, in 2011. Recently, however, community
colleges have shown improvement. Retention rates at two-year public colleges climbed
from 51% in 2004 to 56% in 2011. The ACT survey found colleges' top retention
strategies included: freshman seminars, tutoring programs, advisory interventions,
mandated course-placement testing programs, and comprehensive learning-assistance
centers or labs (Adams, 2012).
The international literature on the first year experience highlights three key issues
of concern across a range of contexts: transition and motivation, student expectation and
time management. International research on student transitions to higher education
highlights the importance of a successful transition period; those who have difficulties
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with the transition may perform poorly and/or disengage from life in higher education
(Gibney,2011).
With growing concerns over higher education accountability and diminishing
resources, student retention rates and the reasons why students remain at post-secondary
institutions continue to persist. With diminishing resources, there has been an emphasis
placed on student retention at the post-secondary level and many states are translating
this emphasis into accountability measures for higher education (Brown, 2011).
While colleges have an obligation to serve the students they admit, many say
retention problems can't be solved without help from K-12. Leaving high school
unprepared for college-level work, (40% of college students need remediation), puts
students at a disadvantage and makes them more apt to leave campus before they get a
degree. Policymakers and businesses are clamoring for more rigor in high school to
prepare the future workforce, hi a survey by the College Board, it was found that students
wanted to be challenged, too. One year after high school graduation, more than half ofthe
students found college more difficult than expected, and many wished that they had taken
tougher classes in high school (Adams, 2012).
The answer to retention is not all about academics, according to Steve Schneider,
a school counselor at Sheboygan (WI) South High School, and secondary-level vice
president ofthe American School Counselor Association. He suggests that it is really
about preparing students for careers. A highly intelligent student who goes off to college
just because they think that's what they are supposed to do, will more than likely not stay
If they don't have a sense ofwhat they are working towards. He suggests that counselors
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need the time to help students explore career options so they enter a post-secondary
program with a goal, and thus are more motivated to stick with it (Adams, 2012).
It was concerning that the above request may have proved hard to do. Although
the American School Counselor Association recommends a 250-to-l ratio of students to
school counselors, the national average was 457 to 1 during the 2008-09 school year and
has likely increased since then. According to one study, when students enter community
college in a specific academic or vocational program, they are more likely to complete a
degree or other credential than those who don't choose a program focus. Students' lack of
academic preparation in K-12 and lack ofcommitment to earning a degree were among
the top reasons for attrition, according to the ACT retention survey (Adams, 2011).
The beginning ofthe first year of a degree can be a make or break moment. There
are many reasons put forward as to why students fail to complete the first year of a
degree. Financial problems, subjects not being what students expected, failure to make
friends, new assessment methods, failure to engage with academic staff, the list is
seemingly endless (Brooman & Darwent, 2012).
First-year transition can be filled with emotional disturbances such as loneliness,
homesickness, grief, and substance abuse/alcohol-related risk behaviors. Three variables
that may impact first-year emotional distress include: (1) social (e.g., parental influences,
social adjustment), (2) personal-emotional (e.g., emotional adjustment, coping style), and
(3) attachment to the institution. These factors may be influenced by participation at both
the high school and college levels, where social experiences and emotional connections
made might influence the level of adjustment in new situations. For example, if a high
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school athlete is used to having a ready-made support system, such as members of his or
her team in place and then matriculates to college as a non-athlete, he or she may be
inexperienced at making new friends (Lubker & Etzel, 2007).
Becoming a student in Higher Education is a significant social transition which
involves integration into the academic and social spheres of higher education. College or
university entrants find themselves in an academic environment in which self-direction
and independence in learning is emphasized, in contrast to more didactic approaches
experienced in secondary education. Students initially find this disorientating and
motivating themselves to study remains an issue until they have developed a capacity for
independent learning. There is a consistent relationship between college academic
achievement and retention, with higher performing students persisting in their studies to a
greater degree than their lower achieving cohorts (Kirby & Sharpe, 2001).
First year students perceive their transition to college in a variety ofways. They
may look at their first year as a new beginning or chapter in their lives; as either gaining
or losing status; as confusing, challenging, or enlightening; or as a pleasant or unpleasant
experience. It is usually acknowledged as a stressful time of social and academic
adjustment. During this period, first-year students face many social challenges (e.g.,
moving away from their support systems), as well as intellectual challenges (e.g., more
demanding coursework) (Lubker & Etzel, 2007).
Because these students are simultaneously trying to adapt to academic demands,
new social relationships, and the freedom and responsibility ofthe campus scene, many
institutions implement a first year experience to help incoming students feel connected to
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the school. In turn, institutions hope this experience will help student retention and
decrease issues of concern facing those new to the school (Chudnovsky-Weintraub,
2005).
In addition to the relative paucity of analysis ofthe concepts of social integration
and social support in the retention literature, most research on the first-year student
experience has focused on social support within the academic environment, perhaps
understandably so, but this has inevitably meant that less attention has been paid to
students' experience ofthe wider social world of higher education. Those authors who
have investigated aspects of students' lives outside their course have found that the wider
student experience plays a significant role in their decisions about matriculating through
higher education or leaving. For example, it was found that leaving in the early part ofthe
course frequently resulted from a failure in social integration, such as difficulties in
making friends or homesickness, and demonstrated that students' new social networks in
higher education often provided support to overcome such difficulties (Wilcox, Winn &
Fyvie-Gauld, 2005).
The perceived availability of social support, rather than the actual use of social
support, may actually be more important in protecting individuals from the harmful
effects of stressful situations. Further, social support may be an important component of
college students' transitioning successfully to the college environment and college
students' academic achievement with low levels of social support being related to a lack
ofpersistence in academic endeavors (Smith & Renk, 2007).
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Lack ofpreparedness for life in higher education encompasses a range of factors.
Compatibility between the student and his or her course and institution partly depends on
adequate pre-entry information; however, it is suggested to be more concerned with
students' experience once they begin their degree. At this stage, key influences on
retention include: the learning, teaching and assessment strategies employed, the quality
of relationships between academic staff and students, and the process of establishing
friendship networks. The approaches most widely advocated for improving retention
during the early part ofthe course focus on learning and teaching strategies such as an
extended induction period and the use of interactive and collaborative learning methods
to facilitate the development ofpeer group and staff-student relationships (Wilcox, et. al,
2005).
According to various international studies, while students may be highly
motivated to participate in higher education, their enthusiasm may be quickly dampened
by the reality oftheir experiences during the first few there. Some feel as though students
tend to embark upon their matriculation into higher education with inflated confidence in
their key skills, although this confidence may be misplaced for some. One argument is
concerned with whether these high levels ofreported confidence may limit students'
ability to recognize the need to acquire new skills essential in their new environment and
immediately disadvantage them. The other argument is that confidence may have positive
consequences by motivating students 'to engage in achievement behaviors' (Gibney, et.
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Additionally, students who live on-campus longer have a higher success rate.
Higher participation and social integration at the institution contributed to the higher
persistence of on-campus students. Learning community participation is a significant
predictor of retention/ graduation success for students in non-STEM majors, but not for
students who are STEM majors. Although learning community members are
retained/graduated at a higher rate, other variables could have an effect on these findings,
such as academic ability and various aid packages that also influence academic success
(Astin, 1993).
Goldfinch and Hughes (2007) suggests that attrition rates are affected by a
complex interplay of factors, and colleges and universities have put in place many
strategies to deal with them. Academics have also witnessed a rapid expansion in the
number of new students, with varied educational experiences, and thus increasing the
pressure to devise methods to retain students suited to a particular course and
academically capable of passing it. They wondered whether exposing first-years to
primary sources might have the potential to alleviate some of the problems experienced
by universities in devising and implementing strategies to help students make a
successful early adjustment. Large numbers of students, and the myriad of potential
causes of poor student retention, have placed a strain on limited resources. Importantly,
an approach such as that suggested here would be student, rather than teacher or
university focused.
Universities worldwide are concerned with retention and success of students,
especially those who struggle their first year of college. Clark and Cundiff (2011) used an
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example ofAustralian administrators starting to focus on student success and adjustment
as early as 1956, finding that first year students needed specific pedagogy. The authors
stated that to assist students with their adjustment to higher education environments,
university faculty and staffbegan to mentor students and teach them performance
enhancement materials.
Schools are investing heavily in retention and graduation efforts, despite the
sagging economy that is forcing hefty budget cuts in other areas ofhigher education.
Their almost intrusive, but necessary efforts range from mandatory academic advising to
providing extra help overcoming financial aid problems that prevent students from
persisting to early career counseling to keep students' eyes on the post college
employment prize (Stuart, 2010).
Critical to the national college completion movement, the role of college access
practitioners has evolved into one that focuses on ensuring students not only have access
to college, but also successfully graduate (Smith & Blacknall, 2010). Many programs are
showing promise, but they often are short term and light touch rather than intensive, said
Susan Scrivener, a senior associate at MDRC, a New York City-based research
organization. She asserts that it is important to turn toward more-comprehensive, longer-
lasting programs, she said. They have more potential to make a really big difference
(Adams, 2012).
Tinto (1998) proposed a model that specifically addresses student persistence but
that can be applied to academic success more generally. He suggested that students enter
college with a set of initial skills and expectations, influenced by family background,
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economic situation, and high school experiences, which are then modified through
interactions between the individual and the social and academic structures ofthe
university. If these encounters are rewarding, students become increasingly integrated
into the university community, which, in turn, predicts persistence and academic success.
Tinto suggested that for students to persist in college, they must feel academically and
socially integrated by, at the latest, the end oftheir second semester of college. Social and
academic integration are facilitated by family encouragement and support, faculty
involvement with students, participation in campus activities, and a network of
supportive peers.
College persistence relies heavily on students' perception that they are
academically and socially integrated into campus life. Integration leads to an increased
"sense of belonging," which can in turn help mitigate factors that impede or act as
barriers to persistence. A challenge ofthe integration perspective, however, is the
emphasis placed on assimilation and acculturation, whereby the backgrounds and
experiences of underrepresented students may be disregarded (Smith & Blacknall, 2010).
Particularly in the past decade, several colleges and universities have intensified
their efforts to recruit and enroll minority students. Through effective marketing and
attractive scholarship packages, these institutions have enhanced the diversity oftheir
undergraduate student bodies in a short period oftime. It is however, one thing to recruit
minority students, and another thing to retain these students. Findings indicate that
African-American and Hispanic students are more than likely to drop out of college than
their non-minority counterparts. Although several institutions can boast of successfully
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recruiting minority students, relatively few can do the same for their ability to retain these
same students (Eimers & Pike, 1997).
Minority students, who were enrolled in professional programs at a large
institution repeated a common and pervasive theme in their interviews: that parents and
significant others had an important impact on their decision to continue in college.
Although family and pre-college friends can be a source of support for college students, it
is also pointed out that they can have an equally negative influence on persistence. For
example, the decision to attend college for first-generation minority students was
considered "a break from tradition" and not, as in many non-minority cases, an extension
oftradition (Terenzini, Rendon, Upcraft, Millar, Allison, Gregg & Jalamo, 1994).
African-American and Latina/o students make up 25 percent ofthe total post-
secondary student population, yet make up only 17 percent of degree recipients. Of White
students seeking a bachelor's degree, 60 percent graduate within six years, compared
with 38,40, and 49 percent ofNative American, African-American, and Latina/o
students, respectively (Knapp, Kelly-Reid & Ginder, 2010).
It is suggested that for underrepresented students, a sense of belonging depends
on their ability to identify with an environment that allows for the feeling of inclusion.
This includes identifying with fellow students, finding belonging among students groups
or organizations, identifying with an institution's mission, or the way in which faculty
teach subject matter. Students who are first in their family to attend college often feel the
least included in the college or university environment. Yet, positive changes can be
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made at both the institutional and student levels to increase sense of belonging and
minimize barriers to student success (Smith & Blacknall, 2010).
Low-income, first-generation college students are nearly four times more likely to
leave higher education after their first year than are students who have neither risk
factors. Low-income community college students are half as likely to successfully
transfer and earn a bachelor's degree as their higher-income peers. In 2007 only 11
percent of low-income, first-generation students earned a bachelor's degree within six
years, (Engle & Tinto 2008).
In the United States, less than half ofthe students who enter into science,
technology, engineering, and mathematics (STEM) undergraduate curricula as freshmen
will actually graduate with a STEM degree. There is even greater disparity in the national
STEM graduation rates of students from underrepresented groups with approximately
three-fourths of minority students leaving STEM disciplines at the undergraduate level
(Wilson, Holmes & deGravelles, 2012).
In a recent overview ofthe available research in this area, it is reported that
student retention and performance are key concerns across a range of contexts and that
both appear to be linked with motivational factors such as interest, expectations and
support for learning. A related issue is student engagement. While this is a complex
phenomenon, it has been found that students' perceptions oftheir academic competences
were related to their engagement in the higher education environment (Gibney, et. al,
2011).
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Policy makers, politicians, the media, and others want to know why more students
are not completing their degrees within the traditional four to six year time frame and
why higher education has not done more to improve graduation rates. To better
understand what is happening, institutional researchers have been collecting data that
show interesting patterns of student movement across colleges and universities in the
United States. These patterns do not suggest the failure.of higher education; however,
they demonstrate that the system works in new and powerful ways to provide access and
help students meet their educational goals and societal needs (Lopez, Sturtz & Bermudez,
2005).
At one institution, forty-six percent ofthe 2003-04 bachelor-degree completers
entered the system as transfers, rather than first-year freshmen. At another institution,
two-thirds ofthe undergraduate degree recipients started their post-secondary careers at
another college or university, hi reporting graduation rates, not one ofthese transfer
students would be counted as completers for the institution at which they first started or
for the institution that granted them a degree. Although these students successfully
completed their higher education, they are lost in the reporting system. A disservice is
done to our students, our institutions and society in general when we accept only one way
of moving through college (Lopez, Sturtz & Bermudez, 2005).
For a growing number of institutions, the cohort of students used to measure
graduation rates, the traditional full-time freshman beginning college in the fall, no longer
represents the majority ofnew students. It was found that instead of dropping out, former
students enrolled elsewhere. Students may not be staying in universities that they started;
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however, they are persisting by continuing their studies in other institutions. This
suggests that student movement through higher education is not linear, but often involves
multiple stages or shifts towards alternative, more appropriate destinations (Lopez, Sturtz
& Bermudez, 2005).
Self-Efficacy
Confidence in the ability to change impacts beliefs and attitudes toward change.
Closely related to confidence, self-efficacy is an interdisciplinary concept associated with
perceived competence, confidence, and ability to successfully change or continue a
desired behavior. As choices are made which lead to success and positive consequences,
confidence and self-efficacy improve which promote adherence to the desired behavior.
Self-efficacy and behavior interact to influence future behavior as well. Changing
behavior involves a continuous application and modification ofthese processes
throughout a lifespan (Bandura, 1977).
Behavior change is a complex process. There are a variety of reasons behavior
change is so complex. Changing behavior requires significant time, self-reflection,
perseverance, goal achievement in small increments, and continuous participation.
Anything done to alter how one thinks, feels, or behaves is a significant part ofthe
change process. Some common criteria associated with behavior change are social
liberation, emotional arousal, self-evaluation, commitment, countering, environmental
control, rewards, and helping relationships (Liguori & Carroll-Cobb, 2012).
Behavior of any kind is closely linked to motivation and this is equally true ofthe
transition into higher education. The initial motivation for participation at higher
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education has an impact on how students subsequently fare in that environment.
Motivations are generally thought of as stimulated by the self (intrinsic motivation) or by
external influences (extrinsic motivation). Each of these types of motivation has its own
logic and may be associated with different degrees of engagement, types of learning
behaviors and likelihood of success (Gibney, et. al, 2011).
Albert Bandura defined self-efficacy as an individual's perceived capability in
performing the necessary tasks to achieve personal goals (Bandura, 1997). It is the belief
in one's capabilities to organize and execute the courses of action required to manage
prospective situations. It is a person's belief in his or her ability to succeed in a particular
situation. The beliefs are described as determinants ofhow people think, behave and feel
(Cherry, 2011).
Becoming a student entails not only the acquisition ofnew academic skills but
also the construction of a new identity and a sense of belonging. The process of
renegotiating social support networks, redefining existing relationships with family and
friends at home and establishing new friendships is crucial for a successful transition to
higher education, and students who fail to make compatible friends are likely to withdraw
(Harley, Winn, Pemberton & Wilcox, 2007).
According to Smith and Blacknall (2010), self-efficacy is the belief that an
individual has in her or his ability to achieve a goal or outcome, such as degree
attainment. Self-efficacy can be developed through providing realistic and meaningful
affirmations, documenting and celebrating achievements, and encouraging students to
participate in cooperative learning environments such as formal study groups, first year
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seminars, and residential advising programs. Students with high self-efficacy report a
stronger sense of life purpose, leading to greater levels of academic success.
Academic Self-Efficacy
Self-efficacy is believed to influence academic achievement through a variety of
direct and indirect mechanisms. For example, direct relations between self-efficacy and
academics have been illustrated with higher self-efficacy being directly linked to better
grades for college students, even when ability levels and past performance are controlled
(DeFreitas, 2012).
Students with high levels of academic self-efficacy experience less stress and are
better equipped to cope with academic challenges. Students with high family interaction
not only report higher GPAs, but also have higher academic self-efficacy. Academic self-
efficacy has a positive relationship with student GPA. Credits earned throughout the first
year of college is a predictor of increased intent to persist to graduation (Zajacova, Lynch
& Espenshade, 2005).
Academic self-efficacy is one ofthe major cognitive factors influencing the
academic success of underrepresented students, particularly during the first year of
college. Feelings of isolation are more pronounced for low-income and first-generation
students, and can often lead to stress and anxiety in academic settings. Because these
groups spend less time on campus and tend to work off-campus, building relationships
with faculty inside and outside the classroom is important (Engle & Tinto, 2008).
First-generation students are more likely to encounter low faculty expectations,
perceive less institutional support, and have lower levels of academic self-efficacy. They
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also often choose goals that undermine their academic ability and success. The
undermining of academic ability and prior success can sometimes make continued
success seem like an unattainable task, which hinders overall academic behavior and
college completion (DeWitz, Woolsey & Walsh 2009).
The relationship between self-efficacy and academic performance has been well
established. The focus of researchers has been on the relations between self-efficacy and
academic achievement to the relative neglect ofthe relations between outcome
expectations and achievement. However, it has been found that negative outcome
expectations are related to lower grades for predominantly European American college
samples. In addition, outcome expectations have been shown to predict academic
performance beyond the contribution of self-efficacy. Despite the fact that outcome
expectations influence academic achievement, the influence of ethnicity on this relation
has not been examined. Due to the fact that ethnic minorities may manifest outcomes that
are weakly connected to their performance, outcome expectations may be especially
important for this group (DeFreitas, 2012).
According to the article "Organizational Culture as a Hidden Resource," research
consistently finds that students most at risk are least likely to become involved in the
social and academic infrastructures of institutions. The processes of academic and social
engagement are different for students of color then they are for majority students.
Consequently, merely offering opportunities for involvement is not adequate (McGrath &
Tobia, 2008).
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Feelings of isolation or not belonging have also been hypothesized to influence
minority student persistence. It was reported that minority students were significantly
more likely to express feelings of isolation and alienation than were nonminority
students. In one case, minority students who expressed high levels of isolation and
alienation were also more likely to express their intention to withdraw from college.
Black men that experience supportive relationships with faculty, staff, and peers,
experience greater levels of satisfaction with college. For some, this offsets
socioeconomic disadvantages that may threaten odds for college success (Strayhorn,
2008).
In 2012, the Department of Education released the Civil Rights Data Collection
(pdf) report. The study suggests that opportunity gaps that exist between Black and White
males across the country center around three key areas: (1) Schools routinely offer Black
children a less rigorous curriculum that omit classes required for college admission; (2)
Schools discipline Black males more harshly by suspending them for behaviors (e.g.
tardiness) that rarely result in suspensions among White males; and (3) Black students are
the most likely to have the lowest paid teachers with the fewest years of classroom
experience, and who become teachers through alternative teacher certification programs
(Toldson, 2014).
Separation may be particularly difficult for individuals whose past communities
seriously question the value of college attendance. If a student fails to receive support for
college attendance from friends and family members, then early departure from college is
likely. Student entry characteristics and the initial level of institutional commitment affect
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in varying degrees the support for college attendance that students receive. Moreover,
some students may believe that it is necessary for them to reject the values oftheir high
school friends and families to remain at their chosen college (Elkins, Braxton & James,
2000).
African-American students who hold negative beliefs about the outcomes of their
academic efforts achieve higher grades than those who hold positive beliefs about these
efforts. This relationship was not found among European-American students. Higher
academic self-efficacy was similarly related to better academic achievement for both
African-Americans and European-Americans and there was not a significant ethnic
difference in levels of self-efficacy (DeFreitas, 2012).
Lewis (2011) states that various scholars have reported that many in our society
still view African-American males as unintelligible, uneducable and dangerous.
Additional research has reported that African-American males are viewed by some as
dysfunctional, drug dealers, pimps, murderers, hyper-sexual, athletic but not intelligent,
savages, absentee fathers, dead-beat dads, prisoners, substance-abusers, welfare
dependent, unemployable, underemployed and a detriment to the community. Although
higher education is known for bestowing many of us with lofty titles and positions, we
must continue to seek new collaborative efforts to disseminate cutting-edge research to
improve the educational outcomes of African-American males. Strong peer networks
strengthen academic and social development for first generation and racial/ethnic
minority students (Dennis, Phinney & Chuateco, 2005).
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Today, approximately 258,047 ofthe 4.1 million ninth graders in the United
States are Black males. Among them, about 23,000 are receiving special education
services, and for nearly 46,000, a health care professional or school official has told them
that they have at least one disability. If Black male ninth graders follow current trends,
about half ofthem will not graduate with their current ninth grade class, about 20 percent
will reach the age of 25 without obtaining a high school diploma or GED, 45 percent of
Black males will attempt college, however only 16 percent will obtain a bachelor's
degree by the age of 25 (Toldson, 2014).
Ethnic minorities may have more negative outcome expectations because they
may be more likely to experience unexpected negative outcomes due to factors such as
ethnic or socioeconomic discrimination. In a situation in which a prejudiced individual is
evaluating an ethnic minority's performance, despite performing well on a task, the
minority may receive negative feedback. This feedback would be considered a negative
outcome (DeFreitas, 2012).
At the surface level, it seems these negative outcome expectations would be likely
to lower their motivation. However, ifnegative outcome expectations are related to
perceptions of racism and discrimination, it is likely that one will have external
attributions for these failures. External attributions appear to keep failure from having a
negative impact of ethnic minorities' self-efficacy and actually work to increase student
motivation to work hard and overcome obstacles. Due to the fact that ethnic minorities
are more likely to have experiences in which they perceive their negative outcomes are a
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result of external factors, their outcome expectations may be more important in
determining their achievement than their self-efficacy (DeFreitas, 2012).
DeFreitas (2012) suggested that negative outcome expectations would potentially
be related to higher academic achievement for African-Americans. It is suggested that
students with lower expectancies (more negative outcome expectations) have higher
motivation. Her rationale is that these lower expectancies are attributed to external causes
as opposed to internal ones. The students believe that their negative outcomes are not due
to their own effort or abilities but are the result of something outside ofthe self, such as
poor teachers or discrimination. For this reason their motivation increases as they strive
to overcome these barriers.
Recent evidence suggests that most Black males persist through high-school and
aspire to attend college at rates that exceed White and Hispanic males. In a national
survey conducted by the U.S. Department of Education, National Center for Education
Statistics, 87 percent of Black students who were in the 9th grade in 2009 were in the
1 lth grade by 2012. In addition, Black students were more likely to advance ahead than
fall behind or drop-out. About 64 percent of Black high school males expect to
eventually graduate from college. However, Black students are behind their peers in the
percent who are taking college preparatory classes. Fifty-three percent of Asian students,
24 percent of White students, 16 percent of Hispanic students, and 12 percent of Black
students are taking pre-calculus or calculus by the 1 lth grade (Toldson, 2014).
According to the National Education Association (NEA), it takes an event as
world-changing as Barack Obama's election to counteract the "you're not welcome"
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messages many Black students receive regularly. After the inauguration, a team of
researchers documented that the performance gap between Blacks and Whites on a test
administered before Obama's nomination all but disappeared when the same test was
administered after his acceptance speech and election. Of course, the ultimate effect of
Obama's presidency on Black student achievement continues to be debated, but as the
President himselfnotes, "It changes how Black children look at themselves, and I
wouldn't underestimate the force ofthat" (What Works, 2009).
Stress can be energizing or debilitating. If a challenge is perceived as
overwhelming, or individuals don't feel they have the appropriate resources to manage it,
then stress has a negative impact. Conversely, if the situation feels manageable, stress can
be a positive stimulus. Experiencing stress in relation to their studies, recognizing and
responding to it, often had a positive effect on student learning (Broomant & Darwent,
2012). Zajacova, Lynch and Espenshade (2005), in their work Self-efficacy, Stress and
Academic Success in College, found that stress was a main cause for academic failure.
The transition from adolescence to emerging adulthood is a time of great change
and often, of great stress. This is particularly true for young adults who choose to attend
college. Many students find their university years to be a stressful experience and report
being "overwhelmed" with responsibilities, which may begin even before the school
year. Stress among college students is on the rise, with studies reporting the highest levels
of stress among college freshmen since data collection efforts on this topic began (Pryor,
Hurtado, DeAngelo, Palucki-Blacke & Tran, 2010).
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Academic pressure is a significant source of stress for many college students.
Identified sources of academic-related stress have included fear of falling behind with
coursework, finding the motivation to study, time pressures, financial worries, and
concern about academic ability. Additionally, students report stress over struggling to
meet academic standards, time management worries, and concerns over grades (Smith &
Renk, 2007).
These sources may exist easily throughout the span of college students' academic
careers and may result in college students' experiencing a great deal of stress during their
college career. If prevention efforts are to be developed to assist students in dealing with
and avoiding academic-related stress, a greater understanding ofthe relationships among
college students' use of coping strategies, social support, experiences of being parented,
and academic related stress needs to be gained (Smith & Renk, 2007).
Some articles suggest that positive action might help alleviate stress, improve
their confidence and thereby improve their performance. Bandura (1997) suggests that
actions such as observing and learning from others, breaking seemingly overwhehning
tasks down into manageable parts, and controlling anxiety will all help to build self-
efficacy beliefs. Bandura also suggests that mastering different situations allows for
higher self-efficacy (Brooman & Darwent, 2005).
In 1690, John Locke publishes his essay Concerning Human Understanding,
which conveys his belief that the human mind is a tabula rasa, or blank slate, at birth and
knowledge is derived through experience, rather than innate ideas as was believed by
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many at that time. Locke's views concerning the mind and learning greatly influence
American education (Sass, 2004).
As stress increases, it is important for students to adopt healthy means of coping
with a changing environment. One prior study found a relation between coping and
college achievement, while another found no such relationship. Some theoretical models
have placed emphasis on student coping skills as a means ofpredicting attrition.
However, empirical data have been mixed regarding this point, with one study finding no
relation between coping and attrition and another investigation finding that some aspects
of coping were related to student intent to reenroll (Smith & Renk, 2007).
During times of stress, many college students may seek social and emotional
support from their family and friends. Social support, or receiving emotional,
informational, and/or tangible support from other individuals has been linked positively
with the maintenance of physical health during stressful situations (Smith & Renk, 2007).
Coping emerged as a significant predictor of achievement. Given the various
methods of assessing coping skills, it is difficult to ascertain if these differences are
related to artifacts ofmeasuring coping in different ways. Our findings showed that
acceptance-focused coping was related to poor academic achievement. This type of
coping involves blaming oneself for one's problems. It is possible that this coping style
may lower effort, as internal attributions for failure may result in an increasing sense of
helplessness, which may in turn lower achievement. Indeed, people who believe they
have the ability and hold high expectations of success work harder, persist longer, and
often perform better on intellectual and manual tasks. More research is needed to
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examine how different means of coping may impact academic success (DeBerard,
Speilmans & Julka, 2004).
Given the diversity in a student body, not all students will approach the beginning of
their university career with positivity. Research found that the start ofthe first year in
higher education is a particularly anxious time for personal as well as academic reasons.
The majority ofthose living away from home anticipated problems with missing family
and friends and with their ability to cope with living away from home (Gibney, et. al,
2011).
Students who are successful in developing strong friendships gain social and
emotional support, hi particular, interdependent networks of support (often formed in
students' accommodation) become, in effect, a surrogate family. This support both
enhances students' general sense ofwell-being and belonging and helps them overcome
any problems they face (Harley, et. al, 2007).
Self-efficacy remains just as important to the academic success of first-generation
students in their second year as it does in their first year signaling the need to ensure
positive self-efficacy throughout the entire college experience. Students with higher self-
efficacy and lower stress levels tend to achieve higher marks. Personality traits, such as
conscientiousness, and self-efficacy, have often been shown to correlate with successful
adjustment to the demands of higher education (Brooman & Darwent, 2012).
To provide effective early intervention, counselors need to be able to identify
stable personality characteristics that might precipitate poor adjustment. Numerous
studies have focused on aspects ofpersonality as predictors of college adjustment. Some
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research has shown that relatively narrow personality traits such as perfectionism and
hardiness are associated with adjustment. Other research has focused on personality
factors. Research on broad personality factors reveals that extraversion correlates
negatively with stress related to the college transition and neuroticism correlates
positively with transition-related stress. Previous research is limited in its applicability to
practice in that focusing on only one narrow personality trait may miss other relevant
predictors of adjustment, whereas studies using expanded views of personality construe
personality so broadly that they limit the specificity ofpredictions of adjustment to
college (Lidy & Kahn, 2006).
Smith and Blacknall (2010) offered suggestions for increasing self-efficacy. Their
suggestions included: strengthening students' confidence in their academic ability by
celebrating academic success stories and encouraging them to strive for new challenges.
They also suggest encouraging students to become peer mentors on campus; inviting
students to present to, speak with, and mentor younger students in the education pipeline,
particularly those with similar degree/career aspirations. Students may also find it
rewarding to engage in their institutions' recruitment ofprospective students; assisting
students with the academic transition to college by helping them interpret the college
culture, implement academic success strategies, and refine time- and resource-
management skills, along with collaborating with college advisors to direct students, may
also assist in increasing self-efficacy.
A study done with pre-entry students in the UK, found that four key social
concerns were anticipated by the respondents. Those concerns included: financial,
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making friends, identity and whether or not they would be treated fairly and as adults.
Another concern was the fear of being isolated and feeling like an outsider. It was noted
that it may be more difficult for students to feel like they 'belong' at their chosen
institution (Gibney, et. al, 2011). Wilcox et. al., (2005) argues that social support from
friends is essential to student success and this is perhaps one ofthe issues why peer
mentoring schemes have become widespread as part ofmany orientation programs.
Social support and personality may be integrated into a mediational model of
college adjustment that provides a foundation for prevention and early intervention
efforts. According to one study, one's perceptions of social support are highly influenced
by one's personality. In the literature, extraversion shows a consistent positive
relationship with perceptions of social support, and neuroticism shows a consistent
negative relationship with perceived social support. Using structural equation modeling,
support was found for the idea that one's personality influences perceived levels of social
support by affecting one's social network (e.g., those with high levels of extraversion
develop strong social networks and therefore perceive more social support) (Lidy &
Kahn, 2006).
Thus, personality might be viewed as having an indirect relationship with
adjustment, such that a student's perception of social support accounts for some ofthe
impact that personality has on adjustment. In other words, perceived social support might
mediate the relationship between personality and adjustment to college. Investigating
what personality traits are mediated by social support focuses less on the question of what
predicts adjustment to college and more on the question ofwhy personality predicts
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adjustment to college. It was found that individual differences in optimism, self-esteem,
and locus of control were associated with college adjustment and performance as
mediated by seeking social support. Thus, there is some support for the idea that social
support may mediate the relationship between personality and adjustment. Other
personality predictors were not examined; however; and they focused on seeking social
support rather than perceptions of social support (Lidy & Kahn, 2006).
The dynamics of student engagement and commitment, according to McGrath and
Tobia (2008) require more than providing programs hoping that at-risk and underserved
students will take advantage ofthem. The central insight on the cultural perspective on
academic environments is that what we do with students and how they experience those
efforts have much more profound consequences than the resources that we offer or the
structures we create. To understand the determinants of student success and failure fully,
we must include organizational culture and social context. We need to both recognize the
nature ofthe struggles that our students engage in as well as understand how the hidden
resource of organizational culture can provide them greater support.
Social Support
The term 'social integration' is most often used to describe the structure of social
relationships, such as the size and density of a social network. A closely related concept
is social support. Social support has been theorized in different ways and a broad
definition is sometimes used, encompassing social integration. Social support is
suggested to have six functions of personal relationships - attachment, social integration,
opportunity for nurturance, reassurance of worth, a sense of reliable alliance and the
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obtaining of guidance - each ordinarily associated with a particular type ofrelationship
(Wilcox, et. al, 2005).
It is suggested that there is a difference between social integration and social
support. Social integration refers to the structural aspects of social relationships, social
support refers to the functional content of relationships such as the perceived or actual
support received. A number of different types of social support have been identified,
including emotional, instrumental and informational (Wilcox, et. al, 2005).
Studies that have investigated social support in relation to the transition to higher
education have usually taken a psychological perspective, and have shown that social
support is vital for successful adjustment to life in higher education. They have further
shown that support from different sources, such as peers, tutors and parents, play
different roles (Wilcox, et. al, 2005).
Cambridge Dictionary (2013) defines support as giving encouragement and
approval to someone or something because you want the person or thing to succeed.
Social support is suggested to be the perception and actuality that one is cared for, has
assistance available from other people, and that one is part of a supportive social network.
These supportive resources can be emotional, tangible, informational, or companionship
and intangible.
Smith and Blacknall (2010) define social support as strategies that foster and
fortify social networks, campus-connectedness and sense of belonging, self-confidence,
and academic motivation. Such supports include positive relationships with faculty and
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strong peer-to-peer networks, both ofwhich help provide students with the personal
agency needed for academic success.
Social support is conceptualized as information that people perceive from others,
that leads them to believe that they are cared for, loved and esteemed and that provide a
sense of belonging and mutual obligation. The transition to post-secondary school is
often stressful, with students seeking support from several sources to deal with the
stressors. Support can both widen one's pool of available resources and replace resources
that have been lost or lacking. Social support has been related to lower reports of burnout
in 1st year college students; however, no research has explored social support and
engagement in college students. Individuals with more social support will be more
engaged in academics. The sources of social support may give advice on where to seek
help or how to deal with stressors in the environment (Alarkon, Edwards & Menke,
2011).
Among other factors, if students establish supportive connections at college,
including with peers and faculty members, they are more likely to persist and succeed
academically, according to Mattanah, Brooks, brand, Quimby and Ayers (2012). A
number of studies have shown that higher levels of social support from peers and family
members are associated with greater persistence and higher overall grade point average
(GPA) during the 1 st year. It is possible that those students who are more likely to
succeed academically are also those who seek out support from faculty and peers.
However, once that support is secured, these students may be better able to focus on their
studies and cope with the increased academic demands that characterize the college
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transition. In this way, academically successful students both seek out greater social
support and reap benefits from that support (Mattanah, et. al, 2012).
Given the importance of a supportive network for student success, it is critical to
determine whether there are meaningful ways to enhance this network during the stressful
high school to college transition. During this time oftransition, students are particularly
vulnerable because they are leaving their homes, separating from their peer network in
high school, and establishing a new peer network while handling the increased demands
for autonomy and organizational skills associated with a higher education academic
environment. Previous research on the college transition has focused most heavily on
college success courses and First-Year Experience advising programs as methods of
easing students' transition to the college environment but limited research has targeted,
specifically, enhancement ofthe peer network (Mattanah, et. al, 2012).
Family and community support has a positive influence on the persistence of first-
generation students, especially first-generation Latinas (Gloria, Castellanos, Lopez &
Rosales, 2005). First-generation students' perception of family support influences their
ability to manage the academic and emotional rigors of college.
In the United States, as of 1996, the information that was available indicated that
there had been relatively little research on students who were the first in their families to
attend colleges and universities. The information that was available; however, indicated
that such students might have faced a number ofunique challenges. First generation
students might find it difficult to balance the expectations of family and friends with
educational demands. They may have had lower level of academic and social integration,
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as well as less positive out-of-class experiences than traditional students (Terenzini,
Springer, Yaeger, Pascarella & Nora, 1996).
According to Kim and Sax (2011), college impact research has extensively
studied the relationship between student-faculty interaction and college student outcomes,
revealing wide-ranging benefits in terms of students' academic and social integration,
self-confidence, satisfaction, retention, and longer-term educational aspirations. It was
found that compared to female students, male students experienced greater gains in
political engagement, social activism and liberalism resulting from their interactions with
faculty. By contrast, the positive effects of student-faculty interaction on students' sense
ofphysical, emotional and academic well-being were more evident among females. With
respect to race, student-faculty interaction had a significantly positive effect on White
students' educational aspirations, but not on African-Americans, Asian-Americans and
Latinos.
The effects of student-faculty interaction on college student outcomes also varied,
depending on students' social class, as well as gender and race. Course related student-
faculty interaction significantly and positively related to students' overall satisfaction
with college for all social class categories, but the association was significantly stronger
for upper-class students than middle-class students (Kim & Sax, 2011). Establishing
faculty and staff mentors is critical to the inclusion and subsequent success of
underrepresented students (DeWitz, Woolsey & Walsh 2009).
Faculty members are important socializing agents for college students, and
through the interactions with departmental faculty, students experience a unique
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academic sub-environment that may distinctively influence their learning and
development. Thus, the professional attitudes and behaviors of faculty are essential to the
differential effects of academic disciplines on student development (Kim & Sax, 2011).
McGrath and Tobia (2008), emphasize the need to widen the frame of analysis to include
the social and institutional contexts that influence the behavior of students and staff and
the need to make sense ofthe experience of low-income and ethnic minority students. For
underrepresented racial and ethnic groups, developing a research relationship with faculty
not only impacts student sense ofbelonging but also enhances research self-efficacy,
which in turn increases learning gains (Strayhorn, 2010).
Students who are less lonely may be able to concentrate better on academic
subjects, turn to peers in preparing for classes and studying for exams, and ultimately
demonstrate greater academic achievement. Research has suggested that students who
live in residence halls report greater loneliness than do students who remain at home their
freshman year, an effect attributed to greater homesickness. On the other hand, students
living in residence halls may have an easier time meeting new students and making
friends compared with off-campus students. Hence, it is unclear whether an intervention
program targeting peer social support would be more or less beneficial to on-campus
versus off-campus students (Mattanah, et. al, 2012).
According to Mattanah, et. al. (2012), students who are lonelier at college,
suggesting a lack of social integration with the campus community, achieve lower overall
GPAs and are at an increased risk for college attrition. These students are more likely to
be isolated, less connected to their peers, and thus less able to use the social support
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networks available to them on campus, resulting in poorer overall adjustment to college,
including poorer academic performance.
The transition from high school to college can be stressful and this transition
makes first-semester college students vulnerable to symptoms ofpsychological distress.
Distressed freshmen may turn to campus resources, such as the college counseling center,
during the first semester. The more that is known about personality characteristics that
make students susceptible to poor adjustment to college, and why these characteristics
might be related to adjustment, the more help college counselors can provide by
developing specific interventions for at-risk students (Lidy & Kahn, 2006).
These findings chime with the two main hypotheses about the link between social
support and well-being. There are two hypotheses that are given about the link between
social support and well-being. These are the 'direct effect' hypothesis and the 'buffering'
hypothesis. The former argument is that the perception that others will provide aid in
stressful situations (or as a result ofmembership in a social network) leads people to have
higher self-esteem and feel more control over their environment (Wilcox, et. al, 2005).
The latter is that social support is beneficial in stressful situations, as it may
intervene between the stressful event and a person by attenuating or preventing a negative
stressful response. Although these hypotheses are often posed as though only one
mechanism is correct, further research has provided evidence for both (Wilcox, et. al,
2005).
There is something distinctly important about the perception of social supports,
including friendship, peer mentorship, and inclusion felt within the overarching campus
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environment. This perception is one ofthe most important factors in the decision to stay
or leave college for Latino undergraduates (Gloria, et. al, 2005).
Given these findings, it is possible that support from family and friends is
extremely important in the lives of college students during their college careers,
particularly as they experience and make attempts to cope with academic-related stress.
For example, one study using a sample of first- and second-year college students, most of
whom were without daily parental contact, showed that parental support predicted
significantly the grade point average (GPA) of these students ( Smith & Renk, 2007).
In contrast, support from friends and romantic partners did not predict GPA
significantly. These results indicated that, although parents may be removed physically
from college students' daily life, they still may have a major impact on college students'
academic performance. As a result, the perceived level of emotional support from college
students' parents may be related greatly to many aspects oftheir college career, including
their academic performance and their experience of academic-related stress (Smith &
Renk, 2007).
Thus, social support may be an important contributor to the academic-related
stress that is experienced by college students. Research indicates that there may be a
long-lasting effect of the early interactions that occur between parents and their children
on the later functioning of adult children. Thus, the manner in which mothers and fathers
parent their children may be an important component in the overall and academic
functioning of college students. (Smith & Renk, 2007).
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Participation in a living-learning community—specialized residential programs
providing direct connections with faculty and specific academic units and departments—
increases students' participation in enriching educational experiences (Heiss, Cabrera, &
Brower, 2008).
Additional Forms of Social Support
Just as there are multiple reasons for dropping out, from money to academics to
lack of direction, there is a range of initiatives emerging to boost college completion.
Counselors and mentors are texting students to remind them of tests, connecting families
with financial-aid sources, and guiding students through the social transition to college
(Adams, 2012).
There are various types of social support that are showing to be effective with
students. Mentoring programs are a type of social support that may be beneficial to
students. The structure of mentoring programs can vary depending on the target faculty or
discipline. However, there are some key characteristics that are consistently cited as
contributing to effective mentoring programs. These include the characteristics ofthe
mentor, the size ofthe mentoring group, the sustainability ofthe program, the presence of
a coordinator, ongoing monitoring and evaluation, and a multidimensional approach
(Heirdsfield, Walker & Walsh, 2005).
Regarding the characteristics ofmentors, it has been suggested that using other
university students in their 2nd or final year rather than academic staffmay yield more
successful outcomes. First-year students may be reluctant to approach or question
academic staff and have difficulty relating to them. Some programs seek to further
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enhance the mentor-mentee relationship by matching these pairs on the basis of similar
interests or demographics. In support of this, a study of Peer Assisted Learning (PAL)
groups found that PAL leaders who share commonalities with the students in their groups
were more effective in supporting their learning. Also, selecting mentors with a strong
academic background and using interview procedures to assess the suitability ofmentor
candidates contributed to a more successful program (Heirdsfield, et. al, 2005).
The importance of a multidimensional approach to mentoring is evident when
comparing outcomes ofprograms focusing exclusively on providing tutoring in subject
content with those including coaching in more general academic skills, orientations to the
library and IT facilities, and opportunities to develop social networks. For example,
reciprocal peer tutoring program focused only on tutoring subject content, and while this
resulted in improved grasp of course content, it did not result in decreased test anxiety,
nor did it increase feelings of self-efficacy. In contrast, students who were engaged in
more multidimensional programs reported decreased stress, improved self-esteem and
confidence, and a variety of social benefits, such as increased interactions with peers and
academics and improved communication skills. Importantly, the level of support received
by students in the program enabled a "follow-on" effect where students extended the
support they received to other lst-year students who were not involved in the program
(Heirdsfield, et. al, 2005).
The support provided to both mentors and mentees in such programs might also
have implications for the continued success ofthese programs. Mentors may receive
payment for their service or, alternatively, academic support in the form of credits
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awarded toward their subjects. Other support for mentors is provided through training in
all the practical and academic components of the mentoring program or training in
various interpersonal skills of relevance to implementing the program. In some cases
support comes from a mentoring program coordinator from whom advice can be sought
(Heirdsfield, et. al, 2005).
For mentees, the types of support provided are exemplified in the components of
the various mentoring and peer support programs. Academic support is provided in
various forms, such as tutorials to review course content in a more concentrated manner;
training in academic skills such as assignment writing, referencing, and strategies for
exams, and orientation to the university campus—in particular, how to use the library and
IT facilities. Social support can include social events to meet with mentors and other
mentees, regular meetings with the mentor, and opportunities to discuss the progress of
the mentoring program with stakeholders as well as introducing mentees to student-
support services (Heirdsfield, et. al, 2005).
Another reason for favoring a mentoring program (in particular, a program with
an emphasis on forming student relationships) is the well-known effect of social support
on the lst-year transition. In a review ofthe lst-year transition, it was suggested that the
social support that university students received from their peers was a significant factor in
predicting attrition. Specifically, the lower levels of social support found among external
students compared to internal students were found to be associated with greater feelings
of being disconnected from the social atmosphere of higher education, and, as a result,
higher withdrawal rates (Heirdsfield, et. al, 2005).
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Other studies have also identified feelings of isolation and being disconnected
from the higher education environment as being associated with a greater susceptibility to
withdrawal. This further reinforces the importance ofproviding social support in
transition programs, as social support may be effective in helping to alleviate these
feelings (Heirdsfield, et. al, 2005).
Enhancing students' levels of social support through mentoring might also assist
in reducing feelings of uncertainty associated with the lst-year transition. According to
Uncertainty Reduction Theory (URT), when individuals encounter uncertainty in their
environment, they are motivated to seek information to reduce this uncertainty. The
social networks provided by mentoring groups may act as vehicles for providing the
information and resources that such individuals in transition seek. Indeed, obtaining such
information from peer networks appears to be an effective method ofuncertainty
reduction in transitions and in other transition contexts such as adapting to organizational
transfers and adapting to new cultures (Heirdsfield, et. al, 2005).
Social Supports through Technology
New forms of communication technology may be considered another form of
social support. Students' social interactions are now more likely to be mediated by
mobile phones, email and Internet-based forms of communication, hi the academic
sphere, universities are actively encouraging the use of Internet-based forms of
communication through their use ofmanaged and virtual learning environments (MLEs
and VLEs) (Harley, et. al, 2007).
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Studies of students' use of different forms of communication media show that
Short Message Service (SMS) text messaging is used more regularly than email and is the
preferred medium for receiving information from an institution. It was found that text
messaging helped to consolidate relationships among students whilst email was rarely
used for communication between students (Harley, et. al, 2007).
For undergraduate students, the mobile phone and in particular SMS, text
messaging has become the technology of choice (Longmate & Baber, 2002). SMS is a
service present on all mobile phones which allows users to send and receive short text
messages, via their keypads, with a maximum of 160 characters. There are particular
reasons why this generation of students, who grew up with mobile phones, has taken to
the medium so readily. In adolescence mobile phone use is linked to the development of
an identity separate from parental guidance and control because it allows adolescents to
converse with their peers irrespective of time or place, without having to go through the
parental veto. Mobile phones have therefore become heavily implicated in the negotiation
of social networks for young people (Harley, et. al, 2007).
Mobile phones may prove to be a resource for students. More general research
into mobile phone use provides evidence of the possible impact of such interventions.
The maintenance ofrelationships were examined via mobile phone communication,
differentiating between 'texters' (those who prefer text messaging over voice calls) and
'talkers' (those who prefer talking on their phone). Texters tended to be lonelier and more
socially anxious than talkers but were better able to communicate their 'real self via text
(Harley, et. al, 2007).
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This suggests that texting may help to facilitate the development ofproductive
relationships for those who would otherwise be socially isolated. For students entering
Higher Education new communication technologies afford the possibility for 'perpetual
contact' amongst their social networks while at school. However, the impact that this
may have on the social integration into college/ university life remains largely unexplored
in research (Harley, et. al, 2007).
One option is to explore ways in which mobile technologies might be enlisted to
contribute supporting first-year students would be as follows. Exploring the nature and
importance oftext messaging and other forms of electronic communication technologies
in students' everyday lives. This would be followed by reporting those findings of an
evaluation of a desktop computer application called Student Messenger, which allows
university staff to send and receive text messages from their computers to and from
students' mobile phones. A conclusion can then be made to consider the potential of this
kind of application to enhance the support provided for first-year students (Harley, et. al,
2007).
Building on this evidence, there has been some work exploring the prospect of
harnessing text messaging to provide various forms of support for students. Most often
text messages are used to provide administrative information but they have also been
employed to deliver micro-teaching activities such as quizzes, as well as to provide
academic support, such as feedback on assessments and revision tips. Such initiatives are
positively received by students but some authors express concern about the cost oftext
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messaging, either to the institution or to students, compared with university email
systems which are free at the point ofuse (Harley, et al, 2007).
Other generations have also begun to appreciate the advantages ofmobile contact.
Because of the immediacy and intimacy of social contact afforded by mobile phones they
are viewed as the most personal form ofcommunication, but their potential contribution
to the process oftransition to a life hi higher education has received little attention.
Whilst students conduct a substantial part oftheir lives via the mobile phone, colleges/
universities have pursued Internet-based forms of contact (Harley, et. al, 2007).
Time Management as a Social Support
Time management is another area that is important to students with regards to a
type of social support. Once students arrive on campus they face a new set of challenges
that give rise to different anxieties, particularly in relation to time management which, in
one study, emerged as a major issue for first year students. Having left the comparatively
highly structured environment of secondary education, many students flounder with what
they perceive to be so much time on their hands between classes. This is related to a lack
of understanding of the nature ofthe environment around higher learning and the
importance of autonomous and independent reading and writing (Gibney, et. al, 2011).
In relation to time allocation by students, it is suggested that lack of engagement
and poor attendance across many programs are not solely attributable to students'
spending most oftheir time in paid employment, but rather is related to a misconception
ofwhat constitutes 'full-time' study (Gibney, et. al, 2011).
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A greater emphasis on training in time management skills during the first weeks
of college or university life, the basic norms of being a student of higher education need
to be clearly explained and continually reinforced early in the first semester. This is
particularly true ofprograms such as the Bachelor of Arts which has a much less rigorous
timetable and has more emphasis on independent learning than programs such as
Engineering and Science where laboratory and practical work make significant time
demands (Gibney, et. al, 2011).
From a practical perspective, the transition to higher education is often
characterized as liberation from the structured nature of secondary education. While the
flexibility to manage their own time is a key opportunity for students, it is often one of
the most difficult aspects ofthe transition for students to manage. Time management
skills are seen by many as crucial to incoming students, as indicated by their prominence
in many student 'how-to study books.' There is some evidence of a link between time
management skills and GPA; that good time management can help students avoid
academic stress; and that time management skills can be learned (Gibney, et. al, 2011).
It is reported that, in the United States, first-year college students expect to do far
more than they actually do; they study, read and write less than they had anticipated,
approximately 36.8 hrs.; however, student's reports of actual hours spent in lectures and
studying were approximately 27 hrs., which are important findings as time and effort
impact significantly on academic success. If students are entering the realms of higher
education with unrealistically low expectations, institutions need to more clearly
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communicate their expectations about the time demands and commitment expected
(Gibney,et. al,2011).
College counselors may help lst-year students experiencing poor adjustment by
(a) accurately identifying those students at risk and (b) delivering interventions that are
theoretically and empirically associated with college adjustment. Evidence has been
found that perceived social support mediates the relationship between three personality
factors, emotional stability, social boldness, and abstractedness, as well as three aspects
of adjustment to college, academic adjustment, social adjustment, and institutional
attachment. Students who are more emotionally stable (vs. highly reactive), more socially
venturesome (vs. shy), and more practical (vs. abstract) are likely to perceive greater
social support, and students who perceive more social support have better adjustment to
college in their first semester. Research has identified characteristics of students at risk
during the first semester, and it points to perceived social support as a focal point for
prevention and intervention efforts (Lidy & Kahn, 2006).
It has been found that emotionally stable individuals may attract more support
from others because oftheir calm nature, or they may simply perceive more support than
the more emotionally reactive students who tend to have a more negative view ofthe
world. By definition, socially bold individuals are more apt to seek out new friendships or
other social contacts, and this can lead to accurate perceptions of social support being
available. Students who are more abstract are primarily absorbed in ideas and are less
practical and action oriented. When highly abstract students are facing challenges, they
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may be more likely to think or ruminate than to act practically by seeking support or
reaching out to others (Lidy & Kahn, 2006).
Students who are emotionally stable, socially bold, and less abstract reported
better adjustment to college, apparently because of their heightened perceptions of
available social support. Students who perceive higher levels of social support may enjoy
greater academic adjustment because they believe professors, classmates, and other peers
are available to assist them in completing academic tasks. Perceptions of social support
may also have predicted social adjustment because ofthe confidence highly supported
individuals have that others are available to meet their social needs during the transition
to college. Perceiving social support likely led to increased institutional attachment
because of the satisfactory social network students have developed since arriving on
campus. Finally, the relationship between perceived social support and personal-
emotional adjustment was not supported in our tests ofmediation, thus indicating the
importance of examining multiple aspects of adjustment in research on the first semester
of college (Lidy & Kahn, 2006).
The academic difficulties experienced by first-year students stem in part from the
common conception of independent learning as an individual activity. It is suggested that
the notion of a lone scholar, working in isolation from others, impedes many students'
learning and she argues for a greater emphasis on interdependence in learning. Tinto
advocates approaches which foster collaboration amongst students at an early stage.
However, the development of the individual independent learner continues to be the
dominant discourse in Higher Education (Harley, et. al, 2007).
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Another set of studies has rigorously examined a peer-based social support
program designed to ease the college transition by enhancing students' social support
network when they first arrive at college (Mattanah, et. al, 2012). Strong peer networks
strengthen academic and social development for first generation and racial/ethnic
minority students. Positive peer relationships, faculty and staffmentors, and familial and
community support are types of social supports critical in promoting sense ofbelonging
and increasing student persistence (Smith & Blacknall, 2010).
According to research, a transition can be said to occur if an event or nonevent
results in a change in assumptions about oneself and the world thus requires a
corresponding change in one's behavior. Particularly appropriate for understanding the
challenges oftransitioning first-year students, the freshman year can be viewed as a
period of divestment from old roles and investments into the new roles of college life
(Lubker & Etzel, 2007).
This experience often includes mourning the losses of growing up, leaving old
support systems, making new attachments with others, and coping with the
responsibilities ofbeing a college student. The quality of an individual's developmental
experiences depends on how successful these tasks are met (Lubker & Etzel, 2007).
According to Brooman & Darwent (2012), first year students may not always
have the experience or forethought to anticipate the complex range ofpersonal and study
issues that might arise in their new educational experience. Students commented that they
had not envisioned how different college or university life would be from previous
educational experiences. They were shocked to discover that some study methods they
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had used successfully in the past were no longer as effective. In the article, "Yes, as the
Articles Suggest, I Have Considered Dropping Out": Self-Awareness Literature and the
First-Year Student, it was suggested that students acknowledged that the self-awareness
literature presented to them a range of tools through which to develop their self-
confidence and to allay doubts. It also encouraged self-reliance and independent thinking,
as they were given the opportunity for self-discovery rather than simply being presented
with directives.
Understanding that social support is important as students begin their
matriculation in any institution, Smith and Blacknall (2010) offered suggestions for
increasing social support among students. The suggestions for increasing social support
included: assisting students in establishing and sustaining faculty and staff relationships,
and encouraging them to ask for and feel comfortable receiving help. Other suggestions
include working with students and families to assess the nature of the family-child
relationship in order to help students further develop or maintain supportive relationships
with family once they leave home for college; if students continue to live at home while
enrolled in college, working with families to help them understand the academic rigor of
the college environment, as well as the academic and social transition challenges that
students may face.
Additional suggestions for increasing social support among students include:
helping students create social outlets that accommodate travel to school activities, work
schedules, and family responsibilities as they are also important; encouraging students to
attend summer transition programs; connecting students to peer-mentored and peer-
75
facilitated programs that offer tutoring, supplemental instruction, or other academic
supports; encouraging students to join learning communities, which often allow students
to register for courses with the same instructors, build cohorts ofpeers, and engage in
enriching educational experiences. Some learning communities may be associated with
students' major department or the student services office (Smith & Blacknall, 2010).
Theoretical Frameworks
The researcher used the following theoretical frameworks for the research study.
The frameworks included: Social Cognitive Theory, Maslow's Hierarchy ofNeeds/
Motivational Theory, Theory of Student Departure and Afro-centricity: The Theory of
Social Change.
The Social Cognitive Theory (SCT)
According to the article "Social Cognitive Theory: An Agentic Perspective,"
Bandura (1999) states that the theory is founded on a model oftriadic reciprocal
causation in which personal factors in the form of cognitive, affective and biological
events, behavioral patterns, and environmental events all operate as interacting
determinants that influence one another bi-directionally. Within this theory, human
agency is embedded in a self-theory, encompassing self-organizing, pro-active, self-
reflective and self-regulative mechanisms.
According to Boston University (2013) as one source, The Social Cognitive
Theory (SCT) is suggested to have started out as the Social Learning Theory (SLT) in the
1960's by Dr. Albert Bandura. It developed into the SCT in 1986 and posits that learning
occurs in a social context with a dynamic and reciprocal interaction ofthe person,
76
environment and behavior. The SCT considers the unique way in which individuals
acquire and maintain behavior, while also considering the social environment in which
individuals perform behavior. It is suggested that the theory takes into account a person's
past experiences, which factor into whether behavioral action will occur.
The Social Cognitive Theory (SCT) suggests that these past experiences influence
reinforcements, expectations and expectancies, all ofwhich shape whether a person will
engage in a specific behavior, as well as the reasons why a person engages in that
behavior. The goal of SCT is to explain how people regulate their behavior through
control and reinforcement to achieve goal-directed behavior that can be maintained over
time. There were five constructs that were developed as part ofthe Social Learning
Theory (SLT); however, the construct of self-efficacy was added when the theory
evolved into Social Cognitive Theory (SCT). The constructs, including the later added
self-efficacy were reciprocal determinism, behavioral capability, observational learning,
reinforcements and expectations (Boston University, 2013).
The Social Cognitive Theory includes the person, environment and behavior. The
constructs that are included in the theory: self-efficacy, reciprocal determinism,
behavioral capability, observational learning, reinforcements and expectations, along
with a goal ofthe Social Cognitive Theory (SCT) being to explain how people regulate
their behavior through control and reinforcement to achieve goal-directed behavior that
can be maintained over time were some ofthe reasons why the researcher chose to
include the Social Cognitive Theory (Boston University, 2013).
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Maslow's Hierarchy of Needs: Motivational Theory
In A Theory ofHuman Motivation, a paper that Abraham H. Maslow wrote in
1943, he presented the idea that human actions are directed toward goal attainment,
suggesting that conditioning theories did not adequately capture the complexity ofhuman
behavior. He further suggested that any given behavior could satisfy several functions at
the same time (Learning Theories, 2013).
His pyramid of five levels in ascending order were as follows: physiological
(including air, food, water sex, sleep, other factors towards homeostasis, etc.); safety
(including security of environment, employment, resources, health, property, etc.);
belongingness (including love, friendship, intimacy, family, etc.); esteem (including
confidence, self-esteem, achievement, respect, etc.); and self-actualization (including
morality, creativity, problem solving, etc.) The four lower levels, also considered the
lower-order needs are considered to be the physiological needs, while the top level or
higher -order needs are considered to be the growth needs (Learning Theories, 2013).
The 5 levels were examples of different strata ofhuman life. The theory doesn't
specify the time period required to attain them, but it actually helps you to understand the
importance of these elements in your life. Once you understand your needs, you can
differentiate between them and set a time period during which you can fulfill them
(Learning Theories, 2013).
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Theory of Student Departure
In The Theory of Student Departure, Dr. Vincent Tinto uses an interactive model
to explain the college student withdrawal process. Core concepts included in the model
consist ofpre-entry attributes, goals/ commitments, Institutional experiences, integration
and outcomes (College Impact, 2013).
Dr. Vincent Tinto identifies three major sources of student departure in his theory,
including academic difficulties, the inability of individuals to resolve their educational
and occupational goals, as well as their failure to become or remain incorporated in the
intellectual and social life of the institution. His 'Model of Institutional Departure'
suggests that, to persist, students need integration into formal (academic performance)
and informal (faculty/ staff interactions), academic systems and formal (extracurricular
activities) and informal (peer-group interactions) social systems (College Impact, 2013).
Tinto believed that the level of integration is inversely related to the potential that
a student will drop out. The more a student integrates, the less likely the student is to drop
out ofthe institution. Tinto's model originally noted that integration of a student both
academically and socially were indicators of his or her ability to persist in college. To be
successful in the pursuit of a degree, students need to achieve a level of commitment to
their career, academic goals, and the institution, as well (Tinto, 1993). Tinto eventually
expanded his model of integration to include stages such as separation, transition,
adjustment, difficulty, incongruence, isolation, incorporation, finances, learning, and
external obligations for commitments (Sparkman, Maulding & Roberts, 2012).
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Although the Tinto model is the most commonly accepted model of departure, it
has been criticized by other higher education scholars. Education scholars reviewed the
Tinto model extensively and concluded that certain aspects ofthe theory lack empirical
internal consistency and that the theory is only supported in certain settings. Although a
recommendation was not given to abandon the model, there was a recommendation that
the theory be examined further (Elkins, Braxton & James, 2000).
Tinto's extension ofVan Gennep's rites ofpassage to the college student
departure process also received criticism. It was asserted that Van Gennep's rites of
passage cannot be extended to the movement of an individual from one culture to
another. It was argued that positing the college experience as a ritual accords status to one
culture over others because rituals are culturally specific (Elkins, Braxton & James,
2000).
As a consequence, rites ofpassage are for dominant majority students and not for
minority students. It was also contended that students cannot depart from a ritual because
in traditional cultures, initiates neither choose to participate in a ritual, nor do they choose
to leave one. Thus, he is criticized for inappropriately borrowing the anthropological
construct of ritual (Elkins, Braxton & James, 2000).
In retort to the above critique, Van Gennep held that the notion of rites of passage
could be extended to a range of situations with particular usefulness to the movement of
individuals from one place to another. In such movements, an individual leaves one
community to establish membership in another. Thus Van Gennep recognized that the
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notion of rites ofpassage could be extended to situations involving the movement of
individuals from one culture to another (Elkins, Braxton & James, 2000).
It was suggested that fresh insights into a phenomenon frequently emerge when
constructs from related academic disciplines are borrowed. The criticisms do provide a
fresh perspective on the collegiate experience of minority students in predominately
white college and universities. It is suggested that the criticisms should have included
criteria that scholars might use to appropriately borrow constructs from related academic
disciplines (Elkins, Braxton & James, 2000).
Core concepts ofpre-entry attributes, goals/ commitments, institutional
experiences, integration and outcomes are used in his model to explain the college
student withdrawal process and it takes the time to look at factors in a collective manner.
The Theory of Student Departure was utilized by the researcher as it takes into account
the different variables effecting why a student doesn't return to an institution and doesn't
just focus on the student or the institution as being the problem. It looks at trying to
bridge the gap and assist in making productive changes on both sides so that whatever is
needed is being reciprocated on both ends (Etorpy, 2013).
The Afro-Centric Perspective/ Afro-centricity: The Theory of Social Change
The Afro-Centric Perspective also known as Afro-centricity: the Theory of Social
Change, was used by various individuals in the past, including Kwame Nkrumah in the
1960's and Asante himself in the 1970's. The intellectual idea did not have substance as a
philosophical concept until 1980 (Afro-centricity, 2013).
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Dr. Asante states that Afro-centricity is a paradigm based on the idea that African
people should re-assert a sense of agency in order to achieve sanity. He states that during
the 1960's a group of African-American intellectuals began to formulate novel ways of
analyzing information. In some cases, he goes on to say, that these new ways were called
looking at information from a " black perspective" as opposed to what had been
considered the "white perspective" ofmost information in the American Academy.
Although Dr. Asante began speaking of the need for an Afrocentric orientation to data, by
1980 he had published a book called Afro-centricity: The Theory of Social Change,
which launched the first full discussion ofthe concept (Afro-centricity, 2013).
The Afrocentric paradigm, as Dr. Asante prescribes, is a revolutionary shift in
thinking proposed as a constructural adjustment to black disorientation, decenteredness,
and lack of agency. What would African people do if there were no white people? If there
had not been any intervention of colonialism or enslavement? Afro-centricity answers the
question by asserting the central role ofthe African subject within the context of African
history, thereby removing Europe from the center ofthe African reality. In this way, Dr.
Asante continues, Afro-centricity becomes a revolutionary idea because it studies ideas,
concepts, events, personalities, and political and economic processes from the standpoint
ofblack people as subjects and not as objects, basing all knowledge on the authentic
interrogation of location (Afro-centricity, 2013).
One of the key assumptions of the Afro-centrist, according to Dr. Asante, is that
all relationships are based on centers and margins and the distances from either the center
or the margin. When Black people view themselves as centered and central in their own
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history, then they see themselves as agents, actors, and participants rather than as
marginals' on the periphery of political or economic experience (Afro-centricity, 2013).
As a foundation utilized for the Whitney M. Young Jr. School of Social Work,
along with research that initiated in the Atlanta University Center, the researcher utilized
The Afro-centric Perspective: The Theory of Social Change as it offered more of a
holistic and inclusive view of others. The Theory looked at the strengths of others and not
the weaknesses, as are often in theories that tend to have a linear approach.
CHAPTER III
METHODOLOGY
Chapter III presents the methods and procedures that were used in conducting the
research study. The following are described in this chapter: research design, description
of the site, sample population, instrumentation, treatment of data and limitations of the
study.
Research Design
hi the research study, both a descriptive and exploratory research design were
utilized. The survey was designed to retrieve data in order to describe and explain the
effects of winter break and first semester occurrences on the retention, self-efficacy and
the perceived social support of freshmen students. The research study also took into
account both the Higher Education Act and the Higher Education Opportunity Act of
2008 that was amended from the Higher Education Act of 1965.
The descriptive and exploratory research design allowed for the descriptive
analysis of the demographic characteristics of the respondents. This research design
facilitated in the explanation ofthe statistical relationship between the winter break, first
semester occurrences and how they affected the intent to return, the self-efficacy and the
perceived social support of freshmen students.
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Description of the Site
The study for this research was conducted in the Atlanta University Center which
is located in Atlanta, Georgia, the largest urban metropolitan city in the State of Georgia.
The Atlanta University Center includes the Historically Black Colleges and Universities
of Clark Atlanta University, Morehouse College and Spelman College.
Although other institutions make-up the Atlanta University Center, including
Morehouse School ofMedicine, Morris Brown College and the Interdenominational
Theological Center, with the focus ofincoming freshmen, only Clark Atlanta University,
Spelman College and Morehouse College were utilized.
The sites was selected due to the fact that the research study is one that is
applicable to each institution and thus the information received would be a benefit to all
who would take part. Another reason that the site was chosen included the fact that the
faculty, staff and administration were cooperative and appeared to be genuinely interested
in learning ofthe outcomes of the study.
Sample and Population
The target population for this research study was composed ofmatriculating
freshmen students in the Atlanta University Center. All majors were considered for this
research study. All respondents participated voluntarily and the general approval of
collecting data from freshmen students in the Atlanta University Center (AUC) was given
by the Institutional Review Board (IRB) at Clark Atlanta University. One hundred and
seventy-five respondents were selected using non-probability convenience sampling from
among the freshmen students in the Atlanta University Center.
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Instrumentation
The research study employed a survey questionnaire entitled "What Happens? A
Study ofWinter Break and its Effects on Retention, Self-Efficacy and Perceived Social
Support for Freshmen Students." The survey questionnaire consisted oftwo sections,
totaling sixty-seven (67) questions. Section I solicited demographic information about the
characteristics ofthe respondents. Section II employed questions developed by the
researcher in order to measure the effects on retention, self-efficacy and perceived social
support of freshmen students as influenced by winter break and their first semester
occurrences.
Section I ofthe survey questionnaire consisted often questions (1 thru 10). The
questions in Section I considered the respondents classification, gender, age, number of
children, major, whether or not in the area of Science, Technology, Engineering and
Mathematics (STEM), what generation college student, grade point average, ethnic
background and annual family income. The listed items provided information for the
presentation of a demographic profile ofthe respondents utilized in the research study.
Section II consisted of fifty-seven questions (11 thru 67) to access information
regarding the effects winter break and first semester occurrences on the retention, self-
efficacy and perceived social support of freshmen students. The survey questions for the
study were developed by the researcher. The remaining questions were responded to on a
five point Likert scale. The scale was as follows: l=Strongly Disagree; 2= Disagree;
3=Agree; 4=Strongly Agree; 5=Not Applicable (N/A).
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Treatment of Data
Frequency distributions were used to analyze and summarize each ofthe variables
in the study. A frequency distribution of demographic data was also used to gain insight
about the respondents ofthe study.
Cross tabulations were utilized to demonstrate the statistical relationship between
the independent variables and the independent variable. Cross tabulations were conducted
between winter break, retention or tihe intent to return, self-efficacy and perceived social
support.
Two tests were employed. The first test was Phi (<D), which is the symmetric
measure of association that is used to demonstrate the strength of a relationship between
two variables. The following values are associated with phi (<D):
.00 to .24 "no relationship"
.25 to .49 "weak relationship"
.50 to .74 "moderate relationship"
.75 to 1.00 "strong relationship"
The second test statistic that the researcher utilized was chi square. Chi Square
was used to test whether there was a significant statistical relationship at the .05 level of
probability among the variables of the study.
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Limitations of the Study
Limitations ofthe research study included a lack ofin depth known literature
regarding planned institutional breaks and the effects on freshmen students. Another




The purpose ofthis chapter was to present the findings ofthe study in order to
describe and explain the effects of winter break, as influenced by first semester
occurrences on retention, self-efficacy and social support for freshmen students. This
chapter presents the findings ofthe study. The findings are organized into three sections,
demographic data, general and interesting findings, along with research questions and
hypotheses.
Demographic Data and Frequency Distributions
This section provides a profile of the study respondents. Descriptive statistics
were used to analyze the following: classification, gender, age group, number of children,
major in school, whether or not in the area of Science, Technology, Engineering or
Mathematics (STEM), educational background, grade point average, ethnic background
and annual family income.
The target population for the research was composed offreshmen students in the
Atlanta University Center (AUC) who experienced their first winter break after their start
at a college/ university. One hundred and seventy-five freshmen students in the Atlanta
University Center (AUC) were selected utilizing non-probability purposeful sampling
among the target population.
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Table 1 is a demographic profile ofthe research study participants. It presents the
frequency distribution ofthose variables used in the study.
Table 1











































































































































As indicated in Table 1, the typical respondent ofthe study was an eighteen or
nineteen year old African-American freshmen female, who was a Science, Technology,
Engineering or Mathematics (STEM) major with no children. The typical respondent was
a first generation college student with an average grade point average, whose annual
family income was between twenty five and fifty thousand dollars.
Table 2 is a frequency distribution of the responses to the statement of whether or
not freshmen students were motivated to return second semester after they saw then-
grades. The respondents were asked to provide a response of agree or disagree.
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Mean 3.32 Std. Deviation .989
As shown in Table 2, after returning from winter break where there was an
opportunity to reflect, think and talk to others about their experiences, most freshmen
students agreed that they were motivated to return second semester after seeing then-
grades. Ofthe one hundred and seventy-five (175) respondents, one hundred and forty-
one (141) respondents or eighty point six percent (80.6%) agreed that they were
motivated to return second semester after seeing their grades, while twenty-seven (27)
respondents or fifteen point four percent (15.4%) disagreed with being motivated to
return second semester after seeing their grades. Seven (7) respondents or point four
percent (0.4%) marked not applicable (N/A) to that statement.
Table 3 is a frequency distribution ofthe responses to the statement of whether or
not students wanted to be more active second semester. The respondents were asked to
























As shown in Table 3, most freshmen students indicated that they wanted to be
more active second semester. After returning from winter break and having an
opportunity to reflect, think and talk to others about their experiences, ofthe one hundred
and seventy-five (175) respondents, one hundred and thirty-one (131) or seventy-four
point nine percent (74.9%) agreed with wanting to be more active second semester. There
were forty-one (41) respondents or twenty-three point four percent (23.4%) that disagreed
with wanting to be more active second semester and three (3) respondents or one point
seven percent (1.7%) that marked not applicable (N/A).
Table 4 is a frequency distribution ofthe responses to the statement ofwhether or
not the freshmen students felt as though they were ready for second semester. The
respondents were asked to provide a response of agree or disagree.
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Mean 3.31 Std. Deviation .920
As shown in Table 4, after having an opportunity to reflect, think and talk to
others over the winter break, the majority of freshmen students indicated that they were
ready for second semester. One hundred and forty (140) or eighty percent (80%) ofthe
one hundred and seventy-five (175) respondents indicated that they were ready for
second semester, while seventeen point one percent (17.1%) disagreed with being ready
for second semester and two point nine percent (2.9%) marked not applicable (N/A).
Table 5 is a frequency distribution ofthe responses to the statement of whether or
not freshmen students were confident that their grades would be better second semester,
although they were not the best first semester. The respondents were asked to provide a
response of agree or disagree.
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Mean 3.35 Std. Deviation 1.061
As shown in Table 5, ofthe one hundred and seventy-five (175) respondents, the
majority agreed with the statement. One hundred and thirty-seven (137) or seventy-eight
point three percent (78.3%) of freshmen students indicated that when they returned from
winter break, where they were able to reflect, think and talk to others, that although their
grades were not the best first semester, they were confident that they were going to have
better grades second semester. Thirty-three (33) or eighteen point nine percent (18.9%) of
freshmen disagreed with being confident that their grades were going to be better second
semester, as they were not the best first semester and five (5) or two point nine percent
(2.9%) of the respondents marked not applicable (N/A).
Table 6 is a frequency distribution of the responses to the statement ofwhether or
not freshmen students felt as though they were ready for first semester. The respondents
were asked to provide a response of agree or disagree.
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Mean 3.09 Std. Deviation 1.108
As shown in Table 6, one hundred and nineteen (119) or sixty-eight percent
(68%) of the one hundred and seventy-five (175) freshmen agreed with this statement.
The students indicated that they felt ready for first semester after returning from winter
break where they were able to reflect, think and talk about their experiences. Forty-five
(45) or twenty-five point seven percent (25.7%) of students disagreed with being ready
for their first semester and eleven (11) or six point three percent (6.3%) marked not
applicable to the statement.
Table 7 is a frequency distribution of the responses to the statement ofwhether or
not freshmen students felt as though they spent their time wisely first semester. The
respondents were asked to provide a response of agree or disagree.
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Mean 2.65 Std. Deviation 1.040
As shown in Table 7, a slight majority agreed with the statement. Fifty-three point
one percent (53.1%) or ninety-three (93) ofthe one hundred and seventy-five (175)
respondents felt as though they spent their time wisely first semester. Forty-six point
three percent (46.3%) or eighty-one (81) ofthe respondents felt as though they did not
spend their time wisely first semester and one (1) or point six percent (.6%) responded
with not applicable (N/A) to that statement.
Table 8 is a frequency distribution of the responses to the statement of whether or
not freshmen students were in communication with someone from their institution over
the winter break. The respondents were asked to provide a response of agree or disagree.
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Mean 3.38 Std. Deviation 1.009
As shown in Table 8, when they were able to reflect, think and talk about their
experiences, seventy-seven point two percent (77.2%) or one hundred and thirty-five
(135) ofthe one hundred and seventy-five (175) freshmen students said that they were in
communication with someone from the institution over the break. Eighteen point nine
percent (18.9%) or thirty-three (33) of the respondents said that they were not in
communication with someone from their institution over the winter break and seven (7)
or four percent (4%) ofthe respondents marked the statement as not applicable.
Table 9 is a frequency distribution ofthe responses to the statement of whether or
not freshmen students felt as though they could act as themselves while at home. The
respondents were asked to provide a response of agree or disagree.
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Mean 3.11 Std. Deviation 1.142
As shown in Table 9, one hundred and twenty-eight (128) or seventy-three point
one percent (73.1%) ofthe one hundred and seventy-five (175) freshmen students
indicated that they felt as though they could act as themselves when they were at home.
Forty-four (44) or twenty-five point two percent (25.2%) ofthe respondents, when they
returned from winter break where they were able to reflect, think and talk to others,
indicated that they felt as though they could not act as themselves while they were at
home and three (3) or one point seven percent (1.7%) ofthe respondents chose to mark
not applicable (N/A) on that statement.
Table 10 is a frequency distribution ofthe responses to the statement ofwhether
or not freshmen students felt as though their family was supportive ofthem returning
second semester. The respondents were asked to provide a response of agree or disagree.
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As shown in Table 10, once freshmen students returned from winter break, after
having the opportunity to reflect, think and talk to others about their experiences, the
majority agreed with the statement. One hundred and forty-six (146) students or eighty-
three point four (83.4%) ofthe one hundred and seventy-five (175) respondents, indicated
that they felt as though their family was supportive ofthem returning to their institution
second semester. Twenty-five (25) or fourteen point three percent (14.3%) ofthe students
did not feel as though their family was supportive ofthem returning to their institution
second semester and two point three percent (2.3%) or four (4) students chose not
applicable (N/A) for that statement.
Table 11 is a frequency distribution ofthe responses to the statement ofwhether
or not freshmen students felt as though their friends were supportive ofthem returning
second semester. The respondents were asked to provide a response of agree or disagree.
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As shown in Table 11, Eighty-three point four percent (83.4%) or one hundred
and forty-six (146) ofthe freshmen students felt as though their friends were supportive
ofthem returning to their institution second semester. After returning from winter break,
where they were able to reflect, think and talk about their experiences, thirteen point
seven (13.7%) or twenty-four (24) of the one hundred and seventy-five (175) respondents
felt as though their friends didn't support them returning to their institution second
semester and two point nine percent (2.9%) or five (5) students marked not applicable to
the statement.
Table 12 is a frequency distribution ofthe responses to the statement ofwhether
or not freshmen students were pleased with the institution overall and didn't desire any






















As shown in Table 12, of the one hundred seventy-five (175) respondents. The
majority of freshmen disagreed with that statement. Fifty-three point seven percent
(53.7%) or ninety-four (94) respondents disagreed with being pleased with their
institution overall and not desiring any changes. Forty-five point two percent (45.2%) or
seventy-nine (79) students, after returning from winter break, where they were able to
reflect, think and talk about their experiences, agreed that they were pleased with their
institution overall and didn't desire any changes. One point one percent (1.1%) or 2
students responded with not applicable (N/A) to that statement.
Table 13 is a frequency distribution ofthe responses to the statement, 'I can
contact my academic department and my concerns to be handled efficiently and
effectively. The respondents were asked to provide a response of agree or disagree.
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As shown in Table 13 with regards to a freshmen students' perception ofthe
social/ institutional support that they received after they returned from winter break,
where they able to reflect, think and talk about their experiences, fifty-four point nine
percent (54.9%) or 96 students felt as though they could not contact their academic
department and their concerns be handled efficiently and effectively. Ofthe one hundred
and seventy-five (175) respondents, forty-five point one percent (45.1%) or seventy-nine
(79) students felt as though they could contact their academic department and my
concerns to be handled efficiently and effectively.
Table 14 is a frequency distribution ofthe responses to the statement, 'I can
contact the Office of Student Affairs and my concerns to be handled efficiently and
effectively. The respondents were asked to provide a response of agree or disagree.
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Mean 2.20 Std. Deviation 1.045
As shown in Table 14, of the one hundred and seventy-five respondents who
returned from winter break, where they were able to reflect, think and talk about their
experiences, fifty-nine point four percent (59.4%) felt as though they couldn't contact the
Office of Student Affairs and their concerns be handled efficiently and effectively. Forty
percent (40%) felt as though they could contact the Office of Student Affairs and their
concerns be handled efficiently and effectively and point six percent (0.6%) responded as
not applicable (N/A) to that statement.
Table 15 is a frequency distribution ofthe responses to the statement, 'I can
contact the Office ofFinancial Aid and my concerns to be handled efficiently and
effectively.' The respondents were asked to provide a response of agree or disagree.
105
Table 15

















Mean 1.99 Std. Deviation 1.011
As shown in Table 15, of the one hundred and seventy-five (175) respondents
who returned from winter break, where they were able to reflect, think and talk about
their experiences, sixty-nine point one percent (69.1%) or one hundred and twenty-one
(121) respondents felt as though they couldn't contact the Office of Financial Aid and
their concerns be handled efficiently and effectively. Thirty point eight percent (30.8%)
or fifty-four (54) ofthe respondents felt as though they could contact the Office of
Financial Aid and their concerns be handled efficiently and effectively.
Table 16 is a frequency distribution ofthe responses to the statement, 'I can
contact the Office of Student Accounts and my concerns to be handled efficiently and






















Mean 2.15 Std. Deviation 1.078
As shown in Table 16, of the one hundred and seventy-five (175) respondents
who returned from winter break, where they were able to reflect, think and talk about
their experiences, sixty-two point nine percent (62.9%) or one hundred and ten (110)
students felt as though they couldn't contact the Office of Student Accounts and their
concerns be handled efficiently and effectively. Thirty-six point five percent (36.5%) or
sixty-four (64) respondents felt as though they could contact the Office of Student
Accounts and their concerns be handled efficiently and effectively and one (1) respondent
or point six percent (0.6%) responded as not applicable (N/A) to that statement.
Table 17 is a frequency distribution ofthe responses to the statement, of whether
or not students questioned whether returning to their institution was a good idea. The





















Mean 2.18 Std. Deviation 1.258
As shown in Table 17, of the one hundred and seventy-five (175) respondents
who returned from winter break, where they were able to reflect, think and talk about
their experiences, sixty-two point three percent (62.3%) or one hundred and nine (109)
respondents said that they didn't question whether returning to their institution second
semester was a good idea. Thirty-five point four percent (35.4%) or 62 of the respondents
said that they questioned whether returning to their institution for second semester was a
good idea and four (4) respondents or two point three percent (2.3%) responded as not
applicable (N/A) to that statement.
Table 18 is a frequency distribution ofthe responses to the statement ofwhether
or not they realized that they needed a mentor to help them make it through school. The
respondents were asked to provide a response of agree or disagree.
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Mean 2.38 Std. Deviation 1.143
As shown in Table 18, of the one hundred and seventy-five (175) respondents
who returned from winter break, where they were able to reflect, think and talk about
their experiences, fifty-four point nine percent (54.9%) or ninety-six (96) respondents
said that they didn't feel as though they needed a mentor to help them make it through
school. Forty-three point five percent (43.5%) or seventy-six (76) of the respondents said
that they realized that they needed a mentor to help them make it through school and
three (3) respondents or one point seven percent (1.7%) responded as not applicable
(N/A) to that inquiry.
Table 19 is a frequency distribution ofthe responses by Science, Technology,
Engineering and Mathematics (STEM) majors to the statement ofwhether or not they
knew what major they should choose when they first entered college. Respondents were
asked to provide a response of agree or disagree.
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Mean 4.03 Std. Deviation 1.593
As shown in Table 19, of the fifty-three (53) students from the overall one
hundred and seventy-five (175) respondents who returned from winter break, where they
were able to reflect, think and talk about their experiences, twenty-three point four
percent (23.4%) or forty-one (41) respondents disagreed with the statement ofnot
knowing what major they should have chosen when they first entered college. Nine (9) of
the respondents or five point two percent (5.2%) agreed that they did not know what they
should have chosen to major in when they first entered college. One hundred and twenty-
five (125) or seventy-one point four percent (71.4%) ofthe respondents marked not
applicable (N/A) to that statement.
Table 20 is a frequency distribution of the responses by Science, Technology,
Engineering and Mathematics (STEM) majors to the statement ofwhether or not they
strongly considered changing from a STEM major to a non-STEM major. The
respondents were asked to provide a response of agree or disagree.
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Mean 4.03 Std. Deviation 1.593
As shown in Table 20, of the fifty-three (53) students from the overall one
hundred and seventy-five (175) respondents who returned from winter break, where they
were able to reflect, think and talk about their experiences, twenty-four percent (24%) or
42 respondents disagreed with the statement of strongly considering to change from a
STEM major to a non-STEM major. Nine (9) respondents or five point two (5.2%) of
respondents agreed with the statement of strongly considering to change from a STEM
major to a non-STEM major and one hundred and twenty-four respondents or seventy
point nine percent marked not applicable (N/A) to that statement.
Table 21 is a frequency distribution to the statement ofwhether or not freshmen
students felt as though they needed to be in a relationship to be successful in college. The
respondents were asked to provide a response of agree or disagree.
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As shown in Table 21, of the one hundred and seventy-five (175) respondents
who returned from winter break, where they were able to reflect, think and talk about
their experiences, seventy-six point six percent (76.6%) or one hundred and thirty-four
(134) respondents said that they agreed with the statement ofnot needing to be in a
relationship to be successful in college. Twenty one point one percent (21.1%) or thirty-
seven (37) respondents said that they disagreed with the statement ofnot needing to be in
a relationship to be successful in college. Two point three percent (2.3%) or four (4)
respondents responded as not applicable (N/A) to that statement.
Table 22 is a frequency distribution to the statement ofwhether or not freshmen
students perceived that during the break, their friends acted and said that he/ she acted























As shown in Table 22, of the one hundred and seventy-five (175) respondents
who returned from winter break, where they were able to reflect, think and talk about
their experiences, eighty one point one percent (81.1%) or one hundred and forty-two
(142) respondents disagreed with the statement that during the break their friends acted
and said that they acted like they were better than them. Eighteen point three percent
(18.3%) or thirty-two (32) respondents agreed with the statement that during the break
their friends acted and said that they acted like they were better than them. One (1)
respondent or zero point six percent (0.6%) responded as not applicable (N/A) to that
statement.
Table 23 is a frequency distribution to the computed variable ofthe intent of a

















As shown in Table 23, of the one hundred and seventy-five (175) respondents
who returned from winter break, where they were able to reflect, think and talk about
their experiences, seventy eight point nine (78.9%) percent or one hundred and thirty-
eight respondents agreed that they had an intent to return. Twenty-one point one (21.1 %)
percent or thirty-seven (37) respondents did not have an intent to return.
Table 24 is a frequency distribution to the computed variable of whether or not a
student feels as though they have self-efficacy. The respondents were asked to provide a
response of agree or disagree.
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As shown in Table 24, of the one hundred and seventy-five (175) respondents
who returned from winter break, where they were able to reflect, think and talk about
their experiences, sixty-one point seven (61.7%) percent or one hundred and eight (108)
ipondents indicated that they had self-efficacy. Thirty-eight point three (38.3%) percent
sixty-seven respondents indicated that they didn't feel as though they had self-efficacy.
Table 25 is a frequency distribution to the computed variable ofwhether or not a
student perceives that they have social support. The respondents were asked to provide a


















As shown in Table 25, of the one hundred and seventy-five (175) respondents
who returned from winter break, where they were able to reflect, think and talk about
their experiences, sixty-six point three (66.3%) percent or one hundred and sixteen (116)
respondents indicated that they perceived that they had social support. Thirty-three point
seven (33.7%) or fifty-nine (59) respondents indicated that they did not feel as though
they had social support.
Table 26 is a frequency distribution to the computed variable for whether or not a
freshmen student perceives that they have institutional support. The respondents were
asked to provide a response of agree or disagree.
116
Table 26













As shown in Table 26, of the one hundred and seventy-five (175) respondents
who returned from winter break, where they were able to reflect, think and talk about
their experiences, seventy- three point one (73.1%) percent or one hundred and twenty-
eight (128) respondents indicated that they did not perceive that they had institutional
support from the various departments on campus. Twenty- six point nine (26.9%) percent
or forty-seven (47) respondents had a perception that they did have institutional support.
Table 27 is a frequency distribution to the computed variable for a freshmen

















As shown in Table 27, of the one hundred and seventy-five (175) respondents
who returned from winter break, where they were able to reflect, think and talk about
their experiences, eighty point six (80.6%) or one hundred and forty-one (141) of the
respondents indicated that their winter break was influenced by their first semester
occurrences. Nineteen point four (19.4%) or thirty-four (34) respondents indicated that
their winter break and its occurrences had no effect on them.
Research Questions and Hypotheses
There were three research questions and three null hypotheses in the study. This
section provides an analysis ofthe research questions and a testing of the null hypotheses.
Research Question 1: Is there a statistically significant relationship
between winter break as influenced by first
semester occurrences and the intent to return for
freshmen students?
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Hypothesis 1: There is no statistically significant relationship
between winter break as influenced by first
semester occurrences and the intent to return for
freshmen students.
Table 28 is a cross tabulation of winter break as influenced by first semester
occurrences with the computed variable of a freshman student's intent to return. It shows
the association ofthe computed variables of winter break as influenced by first semester
occurrences with a freshman student's intent to return and indicates whether or not there
was a statistically significant relationship between the two variables.
Table 28
Cross Tabulation ofWinter Break (WINBRE) and Retention (RETENT)
Winter Break
Disagree Agree Total
# % # % # %
Retention:
Disagree 22 12.6 12 6.9 34 19.4
Agree 15 8.6 126 72.0 141 80.6
Total 37 21.1 138 78.9 175100.0
Phi =.524 . df=l P=-000
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As indicated in Table 28, seventy-two (72%) percent, or one hundred and twenty-
six respondents indicated that their winter break as influenced by their first semester
occurrences effected their intent to return.
As shown in Table 28, the statistical measurement of phi (<D) was employed to
test for strength ofthe relationship between winter break as influenced by first semester
occurrences and a freshmen student's intent to return. With a phi (O) score of .524, a
"moderate relationship" was established.
When the chi-squared statistical test for significance was applied, the null
hypothesis was rejected (p=.000), indicating that there was a statistically significant
relationship between the two variables at the .05 level ofprobability.
Research Question 2: Is there a statistically significant relationship
between winter break as influenced by first
semester occurrences and the self-efficacy of
freshmen students?
Hypothesis 2: There is no statistically significant relationship
between winter break as influenced by first
semester occurrences and the self-efficacy of
freshmen students.
Table 29 is a cross tabulation of winter break as influenced by first semester
occurrences with the computed variable of a freshman student's self-efficacy. It shows
the association ofthe computed variables of winter break as influenced by first semester
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occurrences with a freshman student's self-efficacy and indicates whether or not there
was a statistically significant relationship between the two variables.
Table 29
Cross Tabulation of Winter Break (WINBRE) and Self-Efficacy (EFFICY)
Winter Break
Disagree Agree Total
# % # % # %
Self-Efficacy:
Disagree 25 14.3 9 5.1 34 19.4
Agree 42 24.0 99 56.6 141 80.6
Total 67 38.3 108 61.7 175100.0
Phi =.356 df=l P=-000
As indicated in Table 29, fifty-six point six (56.6) percent or ninety-nine (99)
respondents indicated that their winter break as influence by first semester occurrences
effected their self-efficacy.
As shown in Table 29, the statistical measurement ofphi (O) was employed to
test for strength ofthe relationship between winter break as influenced by first semester
occurrences and a freshmen student's self-efficacy. With a phi (O) score of .356, a weak
relationship was established.
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When the chi-squared statistical test for significance was applied, the null
hypothesis was rejected (p=.000), indicating that there was a statistically significant
relationship between the two variables at the .05 level ofprobability.
Research Question 3: Is there a statistically significant relationship
between winter break as influenced by first
semester occurrences and a freshmen student's
perception of social support?
Hypothesis 3: There is no statistically significant relationship
between winter break as influenced by first
semester occurrences and a freshmen student's
perception of social support.
Table 30 is a cross tabulation ofwinter break as influenced by first semester
occurrences with the computed variable of a freshman student's perceived social support.
It shows the association of the computed variables ofwinter break as influenced by first
semester occurrences with a freshman student's perceived social support and indicates
whether or not there was a statistically significant relationship between the two variables.
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Table 30
Cross Tabulation ofWinter Break (WINBRE) and Perceived Social Support (SUPP)
Winter Break
Disagree Agree Total
# % # % # %
Social Support:
Disagree 32 18.3 2 1.1 34 19.4
Agree 27 15.4 114 65.1 141 80.6
Total 59 33.7 116 66.3 175100.0
Phi =.627 df=l p=.0O0
As indicated in Table 30, sixty-five point one percent (65.1%) or one hundred and
fourteen (114) respondents indicated that their winter break was influenced by first
semester occurrences effected their perception of social support.
As shown in Table 30, the statistical measurement of phi (O) was employed to
test for strength ofthe relationship between winter break and perceived social support.
With a phi (O) score of .627, a "moderate relationship" was established. When the chi-
squared statistical test for significance was applied, the null hypothesis was rejected
(p=.000), indicating that there was a statistically significant relationship between the two
variables at the .05 level ofprobability.
CHAPTER V
CONCLUSIONS AND RECOMMENDATIONS
The research study was designed to answer three questions concerning the winter
break and its effects on retention, self-efficacy and social support for freshmen students.
The Higher Education Act of 1965, as well as the Higher Education Opportunity Act of
2008 were referenced in the study. The participants ofthe study were freshmen students
in the Atlanta University Center (AUC).
The conclusions and recommendations ofthe research findings are presented in
this chapter. Recommendations are proposed for future discussions for educational policy
makers, social workers, practitioners' and administrators. Each question is presented in
order to summarize the significant findings of interest.
Research Question 1: Is there a relationship between winter break as influenced by first




In order to determine ifthere was a relationship between winter break as
influenced by first semester occurrences and the intent to return for freshmen students,
four facets ofretention were analyzed.
Seventy-two percent (72%), or one hundred and twenty-six respondents indicated
that their winter break as influenced by their first semester occurrences effected their
intent to return. There was a .524 phi (<D) score, showing that a "moderate relationship"
was established. The null hypothesis was rejected when the chi-squared statistical test for
significance was applied (p=.000), indicating that there was a statistically significant
relationship between the two variables at the .05 level ofprobability (See Table 28).
Research Question 2: Is there a relationship between winter break as influenced
by first semester occurrences and the self-efficacy of
freshmen students?
In order to determine if there was a relationship between winter break as
influenced by first semester occurrences and the self-efficacy for freshmen students, four
facets of self-efficacy were analyzed.
Fifty-six point six percent (56.6%) or ninety-nine (99) respondents indicated that
their winter break as influence by first semester occurrences effected their self-efficacy.
The statistical measurement ofphi (O) was employed to test for strength ofthe
relationship between winter break as influenced by first semester occurrences and a
freshmen student's self-efficacy. With a phi (O) score of .356, a weak relationship was
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established. When the chi-squared statistical test for significance was applied, the null
hypothesis was rejected (p=.000), indicating that there was a statistically significant
relationship between the two variables at the .05 level ofprobability (See Table 29).
Research Question 3: Is there a relationship between winter break as influenced by first
semester occurrences and a freshmen student's perception of social
support?
In order to determine if there was a relationship between winter break as
influenced by first semester occurrences and social support, four facets of social support
were analyzed. Sixty-five point one percent (65.1%) or one hundred and fourteen (114)
respondents indicated that their winter break as influenced by first semester occurrences
effected their perception of social support.
The statistical measurement ofphi (®) was employed to test for strength ofthe
relationship between winter break and perceived social support. With a phi (0) score of
.627, a "moderate relationship" was established. When the chi-squared statistical test for
significance was applied, the null hypothesis was rejected (p=.000), indicating that there
was a statistically significant relationship between the two variables at the .05 level of
probability (See Table 30).
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Recommendations
There is a wealth ofinformation regarding retention, self-efficacy and social
support of students; however, there is not a lot of information regarding the effects of
winter break as influenced by first semester occurrences on freshmen students.
As a result ofthe findings ofthis study, the researcher is recommending the
following:
1. Research should continue with regards to the effects ofwinter break and first
semester occurrences on freshmen students.
2. Questionnaires should be given out at least three times in an academic year in
order to develop a baseline from which to maneuver from regarding program
development. Questionnaire times should include when freshmen students
first come in the fall (within the first 3-4 weeks of school starting), before they
get ready to leave for winter break (approximately 1-2 weeks before
departure), as well as when they return from it (within 3-4 weeks of second
semester starting).
3. Focus groups including students, administration, faculty and staff, alumni
along with policy makers should take place at least every one to two years in
order to find out about the latest trends in order to gain a better understanding
from as many points ofview as possible (potentially incorporating a steering
committee to ensure continued success).
4. A manual should be developed based on research and the groups' findings in
order that efforts are consistent with what is needed for everyone. One manual
127
that is currently being worked on by the researcher is a survival guide for new
freshmen students by freshmen students that will be matriculating on to their
sophomore year. The guide will be a general handbook ofreal-life stories,
covering all topics from balance to parties to "sometimes thinking liiat one has
found that first love." These stories will be shared in order that ifpossible,
other students may not have to go through the same struggles during their
freshmen experience.
5. Programs should be developed that can grow, develop and adjust as needed. A
program/ organization that the researcher is currently in the process of
forming is called 'Makn Movz,'which will meet students, administration and
policy makers where they currently are and assist them in moving to where
there is a need to go. The program will have a mentoring and consulting
component, a research component, as well as development component. An
example some branches in the program include: S.W.A.T. (Students Working
Against Time), S.W.A.G. (Students With Academic Guidance) and T.H.Y.
(The Holistic You).
With the proposed challenge by President Barack Obama to increase the
completion ofhigher education amongst adults, there is a lot ofwork that needs to be
done. The areas ofretention, self-efficacy and perceived social support of freshmen
students are extremely important to be aware of, and even more so with regards to the
winter break where students will have their first time to officially sit back and reflect on
the occurrences of their first semester.
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If there is not an attempt to plan to develop and thus develop a plan to be effective
with individuals from all walks oflife and meeting their holistic needs, then it is in the
researcher's opinion that there will be a continual decrease in not just retention, but in
enrollment as well.
APPENDIX A: SURVEY QUESTIONNAIRE
What Happens? A Study of Winter Break as Influenced by
First Semester Occurrences and Its Effect on
Retention, Self-Efficacy and Perceived
Social Support for Freshmen Students
Section I: Demographic Information
Please mark the appropriate response below. Choose only one answer per statement.
1. Classification: 1) Freshman 2) Sophomore 3) Other
2. Gender: 1) Male 2) Female
3. Age: 1) 16-17 2) 18-19 3) 20+
4. Do you have children: 1) __None 2) _One 3) __Two or More
5. Major: - Please Be Specific (ex: Undecided, Business, Social Work)
6.1 am a Science, Technology, Engineering or Mathematics:
(STEM) Major: 1) Yes 2) No
7. Education Background: I am:
1) 1st Generation College 2) 2nd Generation College 3) 3rd+ Generation College
8.G.P.A.l)_2.49orbelow 2)_2.5-2.99 3)_3.0-3.49 4)_3.5-4.0
9. The ethnic background(s) that best describe me: 1) Black 2) White
3) Latino/ Hispanic 4) Asian 5)__Indian/ Native American 6) Other
10. Approx. Annual Family Income:





How much do you agree with the following statements?
Instructions: The following questions are designed to get your opinion about your current
educational experience. Write the appropriate number (1 thru 5), indicating your response in
the space provided in front of each statement on the questionnaire. Please respond to all
questions.
1= Strongly Disagree 2=Disagree 3=Agree 4=StrongIy Agree 5=N/A
Retention
11. I have or definitely plan to change my STEM major to a non-STEM major.
12. I have strongly considered changing my STEM major to a non-STEM major.
13. I have made a mistake in my choice of a STEM major, a non-STEM major may
have been a better choice for me.
14. On several occasions, I have thought about changing my STEM major to a non-
STEM major.
15. My grades in my STEM course(s) were not as high as I expected, this is making
me question being a STEM major.
16. I sometimes think that the difficulty and extensive required time studying in a
STEM major may not be worth it.
17. The difficulty ofmy required math course(s) has sometimes made me feel like I
should change to a non-STEM major.
18. Being a STEM major is not as fun as I thought it would be.
19. I am becoming disenfranchised (dissatisfied with the idea of being a STEM
major.)
20. I have often wondered what it would be like to be in a non-STEM major.
21. __Upon entering college, I really did not know what major I should choose, but I
ended up in a STEM major, which is still questionable.
22. The only reason why I am a STEM major is because I was pressured by my
family to be a STEM major. My real interest is in a non-STEM major.
23. __The only reason why I am a STEM major is because I was pressured by my
mentor to be a STEM major. My real interest is in a non-STEM major.
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Appendix A (continued)
24. The major reason why I became a STEM major is because I felt that STEM
would provide the best career opportunities and potential income; other than this,
I am not that necessarily interested in STEM.
25. I am considering changing my current STEM major to a different STEM major.
26. I am starting to think that I didn't understand what a STEM major was before I
became one.
27. I have a peer mentor in my STEM major.
28. I have a professional mentor in my STEM major.
29. I have friends and/ or family that are in STEM that I can communicate with and
count on if I need to.
30. I feel as though I can be myselfwhen I am around family and friends outside of
school.
31. __After seeing my grades during the break, I was motivated to come back 2nd
semester.
32. Over the break I was more confident at home than when I was at school during 1st
semester.
33. Over the break, I was able to get a job and make more money than I did when I
was at school.
34. Over the break, I questioned whether returning to my institution was a good idea.
35. During the break, I realized that I wanted to become less active 2nd semester.
36. During the break, I realized that I needed a mentor to help me make it through
school.
37. During the break, I was in communication with someone from my institution.
(ex: roommate, mentor, friend.)
38. During the break, I realized that I was only in my major/ institution because I was
promised something.
39. During the break, I realized that I wanted to become more active 2nd semester.
40. During the break, I realized that I only wanted to finish my 1st year in my
institution and then go home.
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41. During the break, I realized that I only wanted to finish my 1st year in school and
then quit to do something else.
Self-Efficacy
42. After the break, I felt as though I was ready for the first semester ofmy freshman
year.
43. After the break, I felt as though I was ready for the 2nd semester ofmy freshman
year.
44. During the break, I had thoughts about changing my major since I cheated on at
least one test or homework assignment 1st semester.
45. Although my grades were not the best 1st semester, I am confident that I will do
better 2nd semester.
46. Over the break, I thought that I spent my time wisely during first semester.
47. Over the break, I realized that I didn't have enough money/ scholarships to return
next year.
48. I do not need to be in a relationship to be successful in college.
49. During the break I thought about changing my major.
50. During the break, I reflected on the fact that I did some things that I am not
pleased with sexually during first semester.
51. During the break, I reflected on the fact that I did some things that I am not
pleased with regarding trying alcohol/ drugs during first semester.
52. During the break, I realized that I was homesick and really wanted to be closer to
family.
53. During the break I realized that I enjoyed my major and didn't want anything to
change.
54. During the break, I felt as though I could act myselfwhile I was at home.
Social Support
55. During the break, my friends acted and/ or said that I acted like I was better than
them.




57. During the break, my friends were supportive ofme returning to school for 2nd
semester.
58. Over the break, I was more comfortable than at school because I was able to go to
my home church.
59. During the break I realized I was only in my major to make someone else happy.
60. During the break I realized that I am pleased with my institution overall and don't
desire any changes.
61. I feel as though I could talk to someone on campus about my problems if I needed
special assistance (i.e. counseling, medication, extra assistance in class, mental
health, etc.)
62. I feel as though I can contact my institution and my questions/ concerns will be
handled efficiently and effectively by the Office ofmy Academic/ Major
Department.
63. I feel as though I can contact my institution and my questions/ concerns will be
handled efficiently and effectively by the Office of Student Affairs.
64. I feel as though I can contact my institution and my questions/ concerns will be
handled efficiently and effectively by the Office of Financial Aid.
65. I feel as though I can contact my institution and my questions/ concerns will be
handled efficiently and effectively by the Office of Student Accounts.
66. I feel as though I can contact my institution and my questions/ concerns will be
handled efficiently and effectively by the Office of Residential Life.
67. I feel as though I can contact my institution and my questions/ concerns will be
handled efficiently and effectively by the Office ofthe President.
Thank you for your time and assistance
Demisha Burns, ABD, MSW, BSW
Doctoral Candidate, CAU 2014
APPENDIX B: SPSS PROGRAM ANALYSIS
TITLE 'STUDENT RETENTION, SELF EFFICACY AND SUPPORT1.























































































































































AGE 'Q3 My age group'
CHILD 'Q4 Do you have Children'
MAJOR 'Q5 My school academic major'
STEM 'Q6 I am a Science-Technology-Engineering-Math - STEM MAJOR'
EDBACK 'Q7 Educational Background'
MYGPA 'Q8 My GPA - Grades'
ETHNIC 'Q9 The ethnic background that best describe me'
INCOME 'Q10 Annual Family Income'
RETE11 'Ql 11 have or definitely plan to change my STEM major to a non-STEM major'
RETE12 'Q121 have strongly considered changing my STEM major to a non-STEM
major'
RETE13 'Q13 I have made a mistake in my choice of a STEM major, a non-STEM major
was a better choice'
RETE14 'Q14 On several occasions I have thought about changing my STEM major to a
non-STEM major'
RETE15 'Q15 My grades in my STEM courses were not a high as I expected'
RETE16 'Q16 I sometimes think that the difficulty and extensive required time studying
may not be worth it'
RETE17 'Q17 The difficulty ofmy required math course made me feel like I should
change to a non-STEM major'
RETE18 'Ql 8 Being a STEM major is not as much fun as I thought it would be'
RETE19 'Q191 am becoming disenfranchised-dissatisfied with the idea ofbeing a STEM
major'
RETE20 'Q201 have often wondered what it would be like to be in a non-STEM major'
RETE21 'Q21 Upon entering college I really did not know what major I should choose'
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RETE22 'Q22 The only reason why I am a STEM major is because I was pressured by
my family to be a STEM Major'
RETE23 'Q23 The only reason why I am a STEM major is because I was pressured by
my Mentor to be a STEM major'
RETE24 'Q24 The major reason why I became a STEM major is because I felt that
STEM would provide the best career and income'
RETE25 'Q25 I am considering changing my current STEM major to a different STEM
major'
RETE26 'Q26 I am starting to think that I didn't understand what a STEM major was
before I became one'
RETE27 'Q271 have a peer mentor in my STEM major'
RETE28 'Q28 I have a professional mentor in my STEM major'
RETE29 'Q29 I have friends and family that are in STEM that I can communicate with
and count on if I need to1
RETE30 'Q301 feel as though I can be myselfwhen I am around family and friends
outside of school1
RETE31 'Q31 After seeing my grades during break I was motivated to come back second
semester'
RETE32 'Q32 Over the break I was more confident at home then when I was at school
during the first semester'
RETE33 'Q33 Over the break, I was able to get a job and make more money than I did
when I was at school'
RETE34 'Q34 Over the break, I questioned whether returning to my institution was a
good idea'
RETE35 'Q35 During the break I realized that I wanted to become less active second
semester'
RETE36 'Q36 During the break I realized that I needed a mentor to help me make it
through school'
RETE37 'Q37 During the break I was in communication with someone from my
institution - roommate-mentor-friend'
RETE38 'Q38 During the break I realized that I was only in my major because I was
promised something'
RETE39 'Q39 During the break I realized that I wanted to become more active second
semester'
RETE40 'Q40 During the break I realized that I only wanted to finish my first year in my
institution and then go home1
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RETE41 'q41 During the break I realized I only wanted to finish my first year in school
and then quit to do something else'
SELF42 'Q42 After the break I felt as though I was ready for the first semester ofmy
freshman year'
SELF43 'Q43 After the break I felt as though I was ready for the second semester ofmy
freshman year'
SELF44 'Q44 During the break I had thoughts about changing my major since I cheated
on a test or assignment1
SELF45 'Q45 Although my grades were not the best first semester, I am confident that I
will do better second semester'
SELF46 'Q46 Over the break I thought that I spent my time wisely during first semester1
SELF47 'Q47 Over the break I realized that I did not have enough money-scholarships to
return next year'
SELF48 'Q48 I do not need to be in a relationship to be successful in college1
SELF49 'Q49 During the break I thought about changing my major'
SELF50 'Q50 During the break I reflected on the fact that I did some things that I am not
pleased with sexually during the first semester'
SELF51 'Q51 During the break I reflected on the fact that I did some things that I am not
pleased with regarding trying alcohol and drugs during the first semester1
SELF52 'Q52 During the break I realized that I was homesick and really wanted to be
closer to family'
SELF53 'Q53 During the break I realized that I enjoyed my major and did not want
anything to change'
SELF54 'Q54 During the break I felt as though I could act myselfwhile I was at home'
SUPP55 'Q55 During the break my friends acted and said that I acted like I was better
than them'
SUPP56 'Q56 While on break my family was supportive ofme in and returning to school
for the second semester'
SUPP57 'Q57 During the break my friends were supportive ofme returning to school for
the second semester'
SUPP58 'Q58 Over the break I was more comfortable than at school because I was able
to go to my home church'
SUPP59 'Q59 During the break I realized I was only in my major to make someone else
happy'
SUPP60 'Q60 During the break I realized that I am pleased with my institution overall
and do not desire any changes'
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SUPP61 'Q611 feel as though I could talk to someone on campus about my problems if I
needed special assistance'
SUPP62 'Q621 feel as though I can contact my institution and my concerns will be
handled efficiently and effectively by the Office ofmy Academic or Major Department'
SUPP63 'Q63 I feel as though I can contact my institution and my questions will be
handled efficiently and effectively by the Office of Student Affairs'
SUPP64 'Q641 feel as though I can contact my institution and my questions will be
handled efficiently and effectively by the Office of Financial Aid'
SUPP65 'Q65 I feel as though I can contact my institution and my questions will be
handled efficiently and effectively by the Office of Student Accounts'
SUPP66 'Q66 I feel as though I can contact my institution and my questions will be
handled efficiently and effectively by the Office ofResidential Life'
SUPP67 'Q671 feel as though I can contact my institution and my questions will be







































1 'First Generation College'
2 'Second Generation College1
3 'Third Generation College'/
MYGPA
1 'Below Average Grades'
2 'About Average Grades'
3 'Average grades'






















































































































































































































































































































































































































RECODE RETENT EFFICY SUPPORT INSTIT WINBRE (1 THRU 1.99=1)(2 THRU
2.99=2)(3 THRU 3.99=3) (4 THRU 4.99=4) (5 THRU 5.99=5).
RECODE RETENT EFFICY SUPPORT INSTIT WINBRE (1 THRU 2.99=2)(3 THRU
5.99=3).
MISSING VALUES
CLASS GENDER AGE CHILD MAJOR STEM EDBACK MYGPA ETHNIC INCOME
RETE11 RETE12 RETE13 RETE14 RETE15 RETE16 RETE17 RETE18 RETE19
RETE20 RETE21 RETE22 RETE23 RETE24 RETE25 RETE26 RETE27 RETE28
RETE29 RETE30 RETE31 RETE32 RETE33 RETE34 RETE35 RETE36 RETE37
RETE38 RETE39 RETE40 RETE41 SELF42 SELF43 SELF44 SELF45 SELF46
SELF47 SELF48 SELF49 SELF50 SELF51 SELF52 SELF53 SELF54 SUPP55 SUPP56

















































































































































































/VARIABLES CLASS GENDER AGE CHILD MAJOR STEM EDBACK MYGPA
ETHNIC INCOME RETE11 RETE12 RETE13 RETE14 RETE15 RETE16 RETE17
RETE18 RETE19 RETE20 RETE21 RETE22 RETE23 RETE24 RETE25 RETE26
RETE27 RETE28 RETE29 RETE30 RETE31 RETE32 RETE33 RETE34 RETE35
RETE36 RETE37 RETE38 RETE39 RETE41 SELF42 SELF43 SELF44 SELF45
SELF46 SELF47 SELF48 SELF49 SELF50 SELF51 SELF52 SELF53 SELF54 SUPP55
SUPP56 SUPP57 SUPP58 SUPP59 SUPP60 SUPP61 SUPP62 SUPP63 SUPP64
SUPP65 SUPP67
RETENT EFFICY SUPPORT INSTIT WINBRE
/STATISTICS = DEFAULT.
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